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Developing Spoken Production at B1 level in Italian and English as Foreign Languages 
 
The Master thesis is focused on developing spoken production at B1 level in Italian and 
English as foreign languages. The theoretical part is focused on identifying the key 
concepts, relevant to the development of spoken production. First of all, it defines 
communicative competence by outlining it throughout methodological history, all the way 
to the communicative approach. The term communicative competence is then further 
elaborated by the definitions of several authors, as well as by the Common European 
Framework of Reference for Languages (Council of Europe, 2018). The following chapters 
define spoken production, concentrating on the definition of speaking and defining speech 
genres, as well as dealing with features of spoken language. The second part of the 
theoretical frame deals with the process of developing spoken production in a foreign 
language environment, focusing on the knowledge that language learners need to be able to 
produce speech, and simultaneously looking at the process of speech production, including 
the aspect of errors and their significance in speech production. Lastly, the theoretical part 
outlines the variables in the learning environment, namely the role of the language teacher, 
teaching methods, and the learning materials. The empirical part aims to discover how the 
scaffolding materials in a flipped learning classroom foster the development of spoken 
production with B1-level learners, particularly when it comes to producing narrative-
descriptive and argumentative genres.  
Keywords:  
spoken production, communicative competence, flipped learning, Common European 
Framework of Reference for Languages, foreign language teaching, English as a foreign 






Sviluppare la produzione orale dell'italiano e inglese come lingue straniere al livello B1 
 
La tesi di laurea si concentra sullo sviluppo della produzione orale al livello B1 in italiano e 
inglese come lingue straniere. La parte teorica è focalizzata sull'identificazione di concetti 
chiave, rilevanti per lo sviluppo della produzione orale. Innanzitutto, definisce la 
competenza comunicativa delineandola attraverso la storia metodologica, giungendo 
l'approccio comunicativo. Il termine competenza comunicativa viene quindi ulteriormente 
elaborato dalle definizioni di numerosi autori, nonché dal Quadro comune europeo di 
riferimento per le lingue (Consiglio d'Europa, 2018). I seguenti capitoli definiscono la 
produzione orale, concentrandosi sulla definizione dell’abilità del parlato e sulla definizione 
dei generi del parlato, oltre a trattare le caratteristiche della lingua parlata. La seconda parte 
del quadro teorico affronta il processo di sviluppo della produzione orale in un ambiente di 
lingua straniera, concentrandosi sulle competenze che gli studenti dovrebbero avere per 
essere in grado di parlare in una lingua straniera, e simultaneamente esaminando il processo 
di produzione del parlato, incluso l'aspetto di errori e il loro significato nella produzione 
orale. Infine, la parte teorica delinea le variabili nell'ambiente di apprendimento, in 
particolare il ruolo dell'insegnante, i metodi di insegnamento e i materiali didattici. La parte 
empirica mira a scoprire come i materiali didattici seguendo il metodo di insegnamento 
capovolto favoriscono lo sviluppo della produzione orale al livello B1, in particolare 
quando si tratta di produrre generi narrativi-descrittivi e argomentativi. 
Parole chiave:  
la produzione orale, la competenza comunicativa, l’insegnamento capovolto, lo sviluppo 
della competenza orale, Quadro comune europeo di riferimento per le lingue, il materiale 
didattico, l’insegnamento delle lingue straniere, l’inglese come lingua straniera al livello 






Razvijanje zmožnosti govornega sporočanja na ravni B1 pri italijanščini in angleščini 
kot tujih jezikih 
 
V magistrskem delu je predstavljen razvoj zmožnosti govornega sporočanja na ravni B1 pri 
italijanščini in angleščini kot tujih jezikih. Teoretični del je sestavljen iz predstavitve 
nekaterih ključnih pojmov, ki so pomembni pri razvoju govornega sporočanja. Najprej je 
opredeljena sporazumevalna zmožnost skozi metodološko zgodovino, vse do razvoja 
komunikacijskega pristopa. Sporazumevalna zmožnost je nato podrobneje orisana z 
opredelitvami različnih avtorjev in na podlagi opisnikov iz Skupnega evropskega 
jezikovnega okvira (Svet Evrope, 2018). V nadaljevanju je opredeljeno govorno sporočanje, 
s poudarkom na opredelitvi govorne sposobnosti, govornih zvrsteh ter značilnostih 
govorjenega jezika. V drugem delu teoretičnega okvira je orisan postopek razvoja govorne 
produkcije v tujem jeziku, s poudarkom na znanju, ki ga učenci tujega jezika potrebujejo pri 
govornem sporočanju. Hkrati je opredeljen tudi pogled na proces nastajanja govora, 
vključno z napakami, ki nastajajo pri govorjenju. Prav tako teoretični del opisuje 
spremenljivke v učnem okolju, in sicer vlogo učitelja tujega jezika, učnih metod in učnih 
gradiv. Namen empiričnega dela je ugotavljanje, kako didaktična gradiva v okviru 
obrnjenega učenja spodbujajo razvoj govornega sporočanja pri učencih na ravni B1, zlasti 
pri tvorbi pripovedno-opisnih in argumentativnih zvrsti. 
Ključne besede:  
govorno sporočanje, sporazumevalna zmožnost, obrnjeno učenje, Skupni evropski jezikovni 
okvir, poučevanje tujih jezikov, angleščina kot tuji jezik na ravni B1, italijanščina kot tuji 
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1.  INTRODUCTION  
 
 
Speaking is the most overt of the language skills and an important aspect when it comes to 
foreign language learning. In fact, it comes second to listening in the process of language 
acquisition, which gives the skill of speaking a prominent position in language teaching and 
learning. Every foreign language learner wants to be able to speak the foreign language at 
the end of a language course, and every language teacher should make speaking a primary 
teaching goal. However, although speaking is an important language skill, especially in the 
communicative teaching environment, it still comes second to all the other language skills, 
which means that language learners stay merely learners, when they should evolve into 
active language users that should be able to communicate in a foreign language not only in 
the classroom, but also, and especially, in real life situations. The main impetus behind this 
master thesis is the fact that while many language learners have the knowledge to 
communicate, they are unable to use that knowledge for communicative purposes, which 
often stems from the teaching methods used in a foreign language classroom. 
 
I decided to research the development of spoken production out of personal experience as a 
language student. Throughout all of my years learning and then studying English and Italian 
as foreign languages, I noticed, that there is still too much emphasis given on writing and 
reading in comparison to speaking. As a consequence, language learners are not given the 
fair amount of opportunity to communicate in the foreign language, therefore, they become 
passive users of language, possessing a lot of linguistic knowledge, but are unable to use 
that knowledge to communicate. Usually, language classrooms, along with language 
teachers are the only place where language learners get in contact with the foreign language. 
If they are not given the opportunity to communicate in the language classroom, then they 
will certainly not acquire the skill to communicate outside the classroom. However, first of 
all, in order to develop spoken production, language teachers need to provide their learners 
with adequate linguistic input, and only then the teachers can expect from their learners to 
produce linguistic output.  
 
The theoretical part includes definitions of some key concepts, relevant to the development 
of spoken production, such as communicative competence, speaking competence, spoken 
production and provides some features of spoken language. The main part of the theoretical 
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frame deals with the process of developing spoken production in a foreign language, taking 
into account the three major variables in the process of developing spoken production: the 
language learner, the language teacher and the learning material. 
 
The empirical part aims to discover how the learning material in a flipped learning 
classroom fosters the development of spoken production at B1 level learners, particularly 
when it comes to producing narrative-descriptive and argumentative genres. The master 
thesis followed the action research model, consisting of five major steps: designing the 
learning material; implementing it in a flipped classroom; correcting the learners’ written 
drafts; observing their oral performances and analysing their errors from their written drafts. 
On the basis of research questions, which stemmed from the literature review, learners’ 
errors analysis and material design, I discovered the importance of the learning materials in 
the process of developing oral production and their speaking competence, as well as how 
important the role of the language teacher is in terms of providing learners with adequate 








2.1. SPEAKING COMPETENCE THROUGHOUT 
METHODOLOGICAL HISTORY 
 
As everything that exists, oral production has its own (hi)story and evolution as well. 
Therefore, before proceeding to the very definition of the oral production skill and to the 
characteristics of spoken language, I would like to present a historical overview of this 
important language skill. How was the skill of speaking taught in foreign-language (FL) 
classes in the past? How did it fit into the curricula? How much importance was it given? 
How did the communicative approach develop and with it the concept of communicative 
competence? The purpose of this chapter is to briefly outline some of the more common 
approaches and methods of FL teaching and learning and to examine their views on 
speaking competence.  
 
The tradition of language teaching has a long and interesting history and the teaching 
methods that interchanged have left an important mark on the way FLs are taught today. 
Questions about what to teach and how to teach were always a part of the heated discussion 
between language theoreticians and language teachers. Linguists that studied the 
development od FL teaching, such as Chastain (1988) and Brown (1994), claim that 
throughout history, FL learning and teaching have gone through many changes and through 
many approaches and methods. Each new teaching method emerged from the previous one, 
breaking away from it and, at the same time, passing on some of its positive characteristics 
and teaching techniques. As already mentioned, there were a lot of methods in language 
teaching and learning, however, for the purpose of this thesis and regarding the position of 
speaking competence, I will mention only the most prominent ones: Grammar-Translation 
Method, Direct Method, Audiolingualism and finally, the Communicative Language 
Teaching.  
 
In the 18th century, in the light of formalism, the so-called Grammar-Translation Method 
was developed. The method originated from the learning and teaching of classical 
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languages such as Greek and Latin. It focused on grammatical rules and the studying of 
grammar, emphasizing writing rather than speaking and prioritizing accuracy over fluency. 
The main activity that learners engaged in was translating difficult texts, learning and 
memorizing non-contextualized vocabulary items in the form of isolated lists. This classical 
method of teaching modern languages was adopted by educational institutions across the 
western world and it stayed as the main teaching method all through the 1950s (Brown 
1994: 52). The main objective of the Grammar-Translation Method was, as its name 
implies, to study the grammatical rules in detail and to apply those rules to translating texts 
from the original to the learners’ language. “Grammar was taught deductively by means of 
long and elaborate explanations” (Chastain 1988: 86) and what followed were translations 
and short grammar exercises. Most of the class time, the teacher was discussing the 
grammatical rules of the FL, rather than how to use it, frequently comparing the learners’ 
mother tongue to the FL.  
 
The speaking competence was given little attention and there was “little concern with being 
able to communicate orally in the language, [therefore the learners had] few opportunities to 
listen or to speak the language in class” (Chastain 1988: 87). The main objective was 
reading, translating and dealing with written language in general. The students were not 
able to use the language for communication, as there was no communicative oral practice 
involved in the teaching process that would enable them to develop speaking skills. Neither 
the teachers nor the students needed to be able to speak the foreign language fluently. To 
give some further examples, Prator and Celce-Murcia (1979: 3), as cited in Brown (1994: 
53), listed some of the most important features of the Grammar-Translation Method:  
1. Classes are taught in the mother tongue, with little active use of the target language. 
2. Much vocabulary is taught in the form of lists of isolated words. 
3. Long elaborate explanations of the intricacies of grammar are given. 
4. Grammar provides the rules for putting words together, and instruction often focuses on 
the form and inflection of words. 
5. Reading of difficult classical texts is begun early. 
6. Little attention is paid to the context of texts, which are treated as exercises in 
grammatical analysis. 
7. Often the only drills are exercises in translating disconnected sentences from the target 
language into the mother tongue. 
8. Little or no attention is given to pronunciation. 
(Brown 1994: 53) 
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As a backlash to the Grammar-Translation Method, a new way of language teaching 
appeared in the early 20th century – the Direct Method. As opposed to the Grammar-
Translation, the Direct Method emphasized the language usage rather than analysing it. 
According to Brown: 
 
This method advocates that the second language learning should be more like first language 
learning – lots of oral interaction, spontaneous use of the language, no translation between 
first and second language, and little or no analysis of grammatical rules. 
(Brown 1994: 55) 
 
Speaking competence was in a much better position than it was in the Grammar-Translation 
Method. As classes were taught in the target language, by a native speaker or by a teacher 
with a native-like proficiency, learners had the opportunity to be in a direct contact with the 
spoken language, therefore they had the opportunity to develop their speaking skills, 
including the correct pronunciation. A typical lesson started with dialogues containing 
simple vocabulary, and texts were read only for amusement and additional language input, 
not for translations and other didactic activities. Speaking competence “[was] built up in a 
carefully traded progression organized around question-and-answer exchanges between 
teachers and students […]” (Brown 1994: 55).  
 
The Direct Method required teachers that were native speakers of the target language or that 
exhibit a native-like proficiency of the language, smaller classes, more individual attention 
and intensive study, which did not correspond to the public education system. The teaching 
of speaking skills lost its importance once again when some of the language teaching 
environments returned to the Grammar-Translation Method or turned to the “reading 
approach”, with its basic tenet that teaching oral skills was impractical and that the curricula 
should focus on reading (ibid.: 56). However, as the World War II started and the need for 
the US military members to become fluent in some of the European languages became of 
paramount importance, the teaching of oral skills returned to a prominent position.  
 
The success of the “Army method” and the return of the interest in learning FLs motivated 
the schools to embrace the methodology, making the Audiolingual approach (Oral-
situational approach in Britain) one of the “major influence on language teaching from the 
1950s into the 1970s” (Chastain 1988: 87). Audiolingualism, in the light of structuralism 
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and supported by the ideas of psychological school of behaviourism, regarded the learning 
process as a mechanical one, similar to new habit formation, where language learning was 
seen as developing language habits by drills, activities prompted by the teachers and 
directed to students who in turn had to produce grammatically correct sentences.  
 
As opposed to the traditional methods that stressed the importance of grammar and written 
language, the Audiolingual Method “recommended that teachers emphasize oral practice 
[through oral pattern drills] because listening and speaking were prerequisites for gaining a 
command of the written skills” (ibid.: 88). Speaking and the development of oral production 
was regarded as the basis of the learning process. The teacher had to speak in the target 
language, a lot of attention was given to the correct pronunciation and to produce perfect, 
grammatically correct utterances. 
 
The main objective in audiolingual classes was to teach the language learners to “use the 
language automatically and unconsciously […] conditioning students to give automatic, 
non-thoughtful responses during mimicry-memorization of dialogues and practice with oral 
pattern drills” (ibid.). Students worked mainly on their speaking competence, responding 
orally to language stimuli made by the teacher who had the role of a class conductor, served 
as a language model for the students and was a supervisor to correct and prevent learners’ 
errors. The speaking competence did have a prominent position in Audiolingualism with the 
use of oral pattern drills, however, learners still did not use the oral language in a 
communicative, authentic and interactive way because “[i]n order to develop habits of 
correct [and error-free] language use, teachers and texts discouraged students from trying to 
use language to create their own meaning […]” (ibid.).  
 
The Audiolingualism was especially popular as a teaching method in the United States 
between 1940s and 1960s. Many more approaches to language teaching, methods and 
theories passed and interchanged throughout the years, however, more and more emphasis 
was given to the usage of language for real communication, in real-life situations, turning 
away from accuracy and directed towards achieving linguistic fluency. To sum up some of 
the authors such as Chastain (1988) and Brown (1994), the dominant discourse among 
linguists from the 1960s onwards was not about learning about the language but learning 
the language itself, learning how to use it for what it is meant to be used – for effective 
communication out of the classroom. Therefore, as a reaction to the formalistic Grammar-
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Translation Method and the structural approach to language teaching such as 
Audiolingualism, a “new” methodology to language teaching appeared in the late 1960s, 
termed Communicative Language Teaching (CLT).  
 
 
2.2. THE COMMUNICATIVE APPROACH AND COMMUNICATIVE 
COMPETENCE 
 
2.2.1. THE COMMUNICATIVE APPROACH 
 
Throughout the years of language teaching, linguists, such as Johnson and Morrow (1981) 
had realized the importance and complexity of communication in language learning and 
teaching, and that many language students did not master this aspect of language. They 
were merely language learners, while they should have become language users. 
Furthermore, they pointed out that students are “structurally competent but 
communicatively incompetent” (Chastain 1988: 107). Apart from Johnson and Morrow, 
other linguists and theorists had also come to a conclusion that while language learners 
know about the language (grammar rules, vocabulary), they are incompetent when it comes 
to using it in a real-life communication. Put simply, language learners were unable to 
communicate despite having the necessary language knowledge. 
 
This awareness prompted linguists and teachers towards a more communicative approach to 
language teaching and learning and towards thinking about what needs to change in a 
language course in order to achieve communicative competence. A milestone for the 
beginning of the Communicative Approach to language teaching happened in 1962, when a 
British philosopher John Langshaw Austin published his work How to Do Things with 
Words which gave the basis for the Modern Language Project by the Council of Europe in 
1967, containing a set of language functions that are today written in a form of common 
reference levels defined in descriptor scales (A1-C2) in the Common European Framework 
of Reference for Languages: Learning, teaching, assessment (CEFR)1 (Balboni 2014: 32).  
 
Following the work of the Council of Europe (by Van Ek and Alexander, 1975), in order to 
improve the curriculum design, “Wilkins (1976) supported the need for change from the 
                                                          
1 CEFR will be used instead of Common European Framework of Reference for Languages: Learning, teaching, 
assessment throughout the whole MA thesis.  
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traditional grammar syllabus to a functional/notional syllabus” (Chastain 1988: 105). The 
Notional-Functional Syllabus was a reaction to “methods that attended too strongly to 
grammatical form […] [and] sought to focus strongly […] on the pragmatic purposes [of the 
language]” (Brown 1994: 67). According to Van Ek and Alexander (1975), the term 
“notional” includes both abstract concepts to express emotions and mental processes, as 
well as specific concepts such as various contexts and situations in life (travelling, health, 
education, free time, etc.), whereas the term “functional” comprises language functions such 
as introducing oneself, inviting, accepting, apologizing, expressing opinion, asking for 
direction, etc. (ibid.).  
 
A typical unit in a Notional-Functional course book contained “dialogs, conversation 
practice with a classmate, […] role plays, chart work, […] one-sided dialogs where the 
student fills in responses, […] discussion activities, and ‘community exercises’ for extra-
class practice” (Chastain 1988: 68). Despite leaning towards communicativeness and 
functional use of the language and moving away from the non-contextualized drills and the 
grammatical forms, the Notional-Functional Syllabus nevertheless still did not develop the 
learner’s communicative competence entirely. The Notional-Functional Syllabus was 
therefore only an antecedent to the Communicative Language Teaching and, as its name 
implies, it was not a teaching method, but a syllabus, a collection of functional units and 
organizing elements of language courses. Nevertheless, it was an important step towards 
teaching and learning language for communication and through communication, which 
afterwards evolved into Communicative Approach.  
 
The Communicative approach was scientifically explained by an American linguist Dell 
Hymes (1972) who “view[ed] language as a meaning-based system for communication” 
(Celce-Murcia 2014: 14). Johnson and Morrow (1981) defined the Communicative 
Language Teaching as “second language teaching in which communicative competence is 
the aim of the course” (Chastain 1988: 106-107). As stated by David Nunan (1991), 
Communicative Language Teaching demonstrates five characteristics: 
1. An emphasis on learning to communicate through interaction in the target language. 
2. The introduction of authentic texts into the learning situation. 
3. The provision of opportunities for learners to focus, not only on language but also on the 
learning process itself. 
4. An enhancement of the learner’s own personal experience as important contributing 
elements to classroom learning. 
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5. An attempt to link classroom language learning with language activation outside the 
classroom. 
(Brown 1994: 78) 
 
Some of the most prominent features of the Communicative Language Teaching are also 
outlined by Celce-Murcia (2014: 14): 
1. The goal of the language teaching is the learner’s ability to communicate in the 
target language. 
2. There is a lot of pair and group work where learners transfer and negotiate meaning 
in information-gap activities, in which one person has information that the other(s) 
lack. 
3. Students often engage in role play, dialogues, games, problem-solving activities and 
adjust the use of language to different social contexts. 
4. Classroom activities consist of authentic tasks. 
5. All four skills (reading, writing, listening, speaking) are integrated in the activities 
and developed simultaneously.  
6. The teacher’s primary role is the one of facilitator of communication and only 
secondary is to correct errors. 
7. The teacher should use the target language fluently and appropriately.  
 
Finocchario and Brumfit (1983) also offer an array of Communicative Language Teaching 
features, similar to those already stated by Nunan (1991) and Celce-Murcia (2014) to define 
this concept. Some of the features are the importance of using contextualized dialogues to 
practice language communicatively; communication in class is to be encouraged from the 
very beginning and the teacher should motivate students to strive towards fluency, not 
towards accuracy. They go further on, adding the importance of the students’ age, interest, 
needs and intrinsic motivation. Moreover, Skela (Čok et al. 1999: 179) gives a list of some 
salient features of the Communicative approach that exhibit transgression from the previous 
teaching methods: 
1. The objective of language teaching/learning is developing communicative 
competence. 
2. The emphasis is given to communicative and contextualized language use. 
3. The teaching should be learner-centred, taking into consideration the learners’ 
needs, learning styles and strategies and learners’ autonomy. 
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4. Authentic input. 
5. Different approach to errors (in regard to accuracy and fluency). 
6. The role of interaction (pair and group work, teacher as facilitator of learning). 
 
It can be concluded that oral skills had an important place in courses based on 
Communicative Language Teaching. Learners were able to engage in meaningful tasks that 
involved real communication, with a definite purpose, authentic topics and situations that 
helped them develop communicative competence they could use outside the classroom. The 
classroom activities learners participated in were based on information gap, “information 
sharing, negotiation of meaning and interaction” (Brown 1994: 71). 
 
There are a lot of definitions of the Communicative Language Teaching given by different 
linguists and theoreticians that studied the phenomenon, but what they seem to have in 
common is that the learners are “the [centre] of the process; learners are the active agents 
who learn to communicate through meaningful social interaction with [their] teachers or 
[…] peers” (Calvache 2003: 9). The Communicative Language Teaching is considered 
more as an approach or as a collection of different approaches, rather than a single method, 
with its basic tenet that language learning should focus on learning communicative, 
authentic language transcending the classroom communication and achieving the main goal 
- communicative competence that goes beyond the mere knowledge about the language and 
is more about knowing how to use the language communicatively. Brown (1994: 80-84) 
briefly lists some prominent characteristics related to the Communicative Approach that 
should be an integral part of every communicative class: 
1. Learner-centred teaching: accounts for learners’ needs, styles and goals, giving the learners 
opportunities to be creative, enhancing students’ sense of competence and self-worth, and 
giving them a sense of “ownerships” of their learning, which enhances the intrinsic 
motivation. 
2. Cooperative learning: learners and teachers work together and create a non-competitive 
learning environment, either in the form of pair or group work among students only, or it 
may be learner-teacher collaboration.  
3. Interactive learning: learners receive authentic language input in real-world context and in 
turn produce language for meaningful and authentic communication. Learners practice oral 
communication through meaningful conversations.  
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4. Whole language education: teaching and learning should aim to develop all aspects of 
language, the language should be authentic and meaning-centred and great emphasis is 
given to the integration of the four skills.  
5. Content-centred education: connecting language skills to content, where language serves as 
a medium to convey the content interesting to the learner.  
6. Task-based learning: learning is seen as a set of communicative tasks that learners need to 
accomplish by putting to use their language knowledge in order to comprehend, 
communicate and produce meaningful language.  
 (Brown 1994: 80-84)  
 
2.2.2. COMMUNICATIVE COMPETENCE 
 
The ultimate goal that learners of a foreign language need to achieve in a language 
classroom is communicative competence. American linguist, Hymes (1972) was one of the 
first to define the term communicative competence, which goes beyond the mere linguistic 
competence described by Noam Chomsky. Chomsky regarded the term competence in 
terms of linguistic competence, comprised only of theoretical linguistic knowledge (e.g. the 
knowledge of grammar, rules, definitions) that was to be used by the speaker to produce 
grammatically correct sentences. Communicative competence, as defined by Hymes (1972), 
includes linguistic, pragmatic, discourse and strategic competence, and is regarded as the 
ability to use the language in real situations, to communicate and get a message across. 
 
It includes the elements of both linguistic knowledge and the ability to use the language 
appropriately in a certain social context (Čok and Kogoj 1999: 85). Savignon (1997) defines 
communicative competence as “a continuous process of expression, interpretation, and 
negotiation of meaning” (Calvache 2003). Savignon (2001) presents communicative 
competence as a notion composed of four interrelated dimensions: “grammatical 
competence, discourse competence, sociocultural competence, and strategic competence” 
(Savignon in Celce Murcia 2001: 17-18).  
 
According to Brown (1994), communicative competence conveys an array of meanings, 
depending on the perspective. He states that the communicative competence is composed of 
four component parts: organizational competence (grammar and discourse), pragmatic 
competence, strategic competence and psychomotor skills (Brown 1994: 29). Linguists 
Canale and Swain (1980), based their interpretation of the notion on the linguists Hymes 
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(1972) who pioneered in determining communicative competence. They too define 
communicative competence as being composed of four elements: 
1. Grammatical competence that includes vocabulary, word formation, sentence formation, 
spelling, pronunciation and semantics. 
2. Pragmatic competence that includes social context of communication. 
3. Discourse competence that refers to the skill to combine grammatical forms and meanings 
to obtain a cohesive written r oral text. 
4. Strategic competence that deals with communication strategies that speakers use to 
successfully interact in a given communicative situation.  
(Calvache 2003: 8) 
 
2.2.3. COMMUNICATIVE COMPETENCE DEFINED BY THE COMMON 
EUROPEAN FRAMEWORK OF REFERENCE FOR LANGUAGES (2018) 
 
Communicative competence has been widely discussed and well defined in the domain of 
applied linguistics, therefore various communicative competence models developed 
throughout the years, some of those were also mentioned above. A valuable addition to the 
collection of competence models was also made by the European Council’s official 
document, the Common European Framework of Reference for Languages: Learning, 
teaching, assessment (CEFR, Council of Europe 2001), which promotes language teaching 
and learning in a communicative way, on the basis of action-oriented approach. It “presents 
a comprehensive descriptive scheme of language proficiency and a set of common reference 
levels (A1-C2) defined in illustrative descriptor scales” (CEFR, Council of Europe, 2001: 
25).  
 
The CEFR with its common descriptive scheme, common reference levels and descriptors is 
in conformity with the tenets of the Communicative approach to language teaching and 
learning, “seeing learners as language users and social agents, and […] seeing language as a 
vehicle for communication rather than as a subject to study” (ibid.: 27). It is therefore 
directed towards achieving language proficiency, consisting of general competences 
(declarative knowledge, skills and know-how, existential competence, and the ability to 
learn), communicative language competences, communicative language activities 
(reception, production, interaction, mediation) and communicative language strategies 
(ibid.: 30).  
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In this regard, the CEFR 2018 edition with new descriptors has defined communicative 
language competence as being composed of four dimensions: “linguistic competence; 
pragmatic competence (comprising both discourse and functional/actional competence), 
[…] socio-cultural competence (including socio-linguistic competence)” (ibid.: 130) and 
strategic competence (including communicative strategies), which is considered separately 
for each communicative language activity (reception; production; interaction; mediation), 
and is defined as “a kind of hinge between communicative language competence and 
communicative language activities” (ibid.: 33). 
 
According to CEFR (2001), linguistic competences “include lexical, phonological, 
syntactical knowledge and skills and other dimensions of language as systems […]” (CEFR 
2001: 13), while the renovated CEFR (2018) defines the linguistic competences in terms of 
range and control with descriptors across six proficiency levels, ranging from A1-C2. Thus, 
there are actually six components of linguistic competence: general linguistic range, 
vocabulary range, grammatical accuracy, vocabulary control, phonological control and 
orthographic control. 
 
As stated in the CEFR, language learner, in order to become a proficient language user, 
needs to be able to “perform communicative language activities […] [(productive, 
receptive)], whilst drawing upon both general and communicative language competences 
(linguistic, sociolinguistic, and pragmatic), and activating appropriate communicative 
strategies (CEFR 2018: 32). As already stated, the goal of language teaching is to develop 
communicative competence in language learners. In order to develop and achieve this goal, 
learners need to engage in and develop various communicative language activities (skills), 
involving receptive (listening and reading), productive and interactive activities (speaking 
and writing), and mediation. 
 
To sum up, a communicative language class needs to encourage a systematic and integrated 
development of all four communicative language activities (all four language skills), as the 
four skills are intertwined and interrelated. Thus, a communicative competent language 





2.3. SPOKEN PRODUCTION  
 
2.3.1. DEFINITION OF SPEAKING AND SPEECH GENRES 
 
Spoken production is one side of the “speaking coin”, the other one being spoken 
interaction. Speaking is the most overt productive language skill and means of 
communication. In language acquisition, children develop the skill of speaking as second to 
listening, which reflects then in the language teaching environment, putting speaking on a 
very prominent position. Bygate, in his introduction to Speaking (1988), defines speaking as 
“a medium through which much language is learnt, and which for many is particularly 
conducive for learning” (Bygate 1988: vii).  
 
Speaking is a component element of communication, which is defined by Skela (1999) as a 
two-way process between the speaker and the listener that includes both the productive skill 
of speaking and the receptive skill of listening (in Čok et al. 1999: 99). He continues (ibid.) 
by dividing speaking according to two language functions: transactional (“talking to”) and 
interactional (“talking with”). In transactional speaking (monologue), the speaker addresses 
the audience, however, the communication is unidirectional and message-oriented. The 
speaker’s aim is to get the information across to the receiver. Brown and Yule (1994: 38) 
emphasize that in transactional communication “the details of what happened are important, 
and it matters that the listener gets the details correct [and explicit]”, as he/she needs to 
understand the message. 
 
In monologues, the speaker gives long turns of speech (e.g. formal speeches, presentations, 
telling a story), usually without pauses; however, a monologue can also be in the form of 
short turns with interruptions in between and usually imbedded within a conversation (e.g. 
greeting people, answering questions). In interactional speaking (dialogue), the 
communication goes in two directions, between two interlocutors with speaking and 
listening interchanging.  
 
In her study, Pavličević-Franić defines speaking as “a language skill during which an oral 
message is transmitted through lexis, grammar, phonological and prosodic means within the 
process of verbal communication” and that the basic unit of speech is a “speech act”, which 
is composed of elements such as “the content of speech […], the expression of speech […], 
the meaning of speech […], the purpose of the speaker […] [and] the context of speech” 
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(Pavličević-Franić 2018: 293-294). She goes on further by stating that a speech act is 
accompanied by the speaker’s extra-linguistic and linguistic elements (ibid.: 294). A similar 
definition of speaking is also given by linguists Goh and Burns (2013: 166) who state that 
“speaking is a highly complex and dynamic skill that involves the use of several 
simultaneous processes – cognitive, physical and socio-cultural – and a speaker’s 
knowledge and skills have to be activated rapidly in real time” (in Cuéllar and Ortiz 2018: 
52-53).  
 
The complex nature of speaking is also pointed out by Chastain (1988: 272), who suggests 
that speakers in the speaking process activate their linguistic knowledge and simultaneously 
use their background (general) knowledge to create a meaningful message. In other words, 
“[…] speakers activate relevant schemata from specific contexts to convey meaning for a 
definite purpose with an intended audience in mind” (ibid.: 274). According to Chastain 
(1988), there are two types of speaking processes, depending on the audience the speaker 
has in mind. As Skela, Chastain also gives two categories of speaking: production 
(monologue) and interaction (dialogue), or in his terms “talking to” and “talking with”. 
“Talking to”, refers to “real language situations in which the speaker is addressing but not 
interacting with the listener(s)” and where “[t]he speaker’s attention is focused solely on 
speaking rather than on a series of listening and speaking interchanges” (ibid.). 
 
He also emphasizes that in “talking to”, the speech act is more complete, grammatically 
more correct and more structured than in “talking with”, thus such utterances are somehow 
closer to writing. Chastain further divides “Talking to” into two types of speech: non 
sustained, which is shorter and not planned speech (e.g., answering a question, etc.); and 
sustained speech, where the speaker produces longer turns (e.g., narration of a story, formal 
presentations, speeches, etc.).  
 
Speaking is defined in a comparable manner by Brown (1994: 237) who based his 
interpretation of speaking on Nunan’s (1991) typology of oral language, dividing speaking 
in two types: monologue (planned and unplanned) and dialogue (interpersonal and 
transactional). Brown also points out the differences between planned and unplanned 
monologue, suggesting that “planned monologues (e.g., speeches and other pre-written 
material) usually manifest little redundancy and are therefore relatively difficult to 
comprehend”, whereas unplanned monologues “(impromptu lectures and long ‘stories’ in 
23  
conversations) exhibit more redundancy, [and include more performance variables and 
hesitations], which […] can either help or hinder comprehension” (ibid.). The register in 
planned monologues is also “more formal and deliberative” (ibid.: 268) than in unplanned 
monologues, let alone in dialogues.  
 
According to Bygate, spoken production is seen as being composed of two types of skills 
that the speaker requires. The first type are the motor-perceptive skills that include the 
ability to perceive, recall and correctly articulate language sounds and structures (Bygate 
1988: 5). However, the mastery of motor-perceptive skills alone cannot provide for a fluent 
oral production. The speaker also needs to display interaction skills, which are those of 
“controlling one’s own language production and having to make one’s own choices” (ibid.: 
6). Interaction skills are about decision-making concerning communication, like “what to 
say, how to say it, and whether to develop it, in accordance with one’s intentions […]” 
(ibid.). Bygate (1988: 49) regards speaking as a language skill, however, he goes on and 
points out that speaking is not just a set of skills. Speakers in the speaking process must 
draw from their language knowledge, composed of grammar rules, vocabulary and 
pronunciation rules. Oral production is therefore sees as the speakers’ ability to use the 
speaking skills on the basis of their language knowledge.  
 
As far as the process of speaking and its component parts, several authors distinguish stages 
in that process through which speakers produce speech. Thornbury (2005: 1) emphasizes 
that speaking goes beyond forming and uttering grammatically correct sentences and that it 
is comprised of “a command of certain skills and several types of knowledge”. He also 
outlines the speech production process in stages. The first stage, according to Thornbury, is 
conceptualization, in which the speaker conceptualizes the speech “in terms of its discourse 
types […], its topic […], and its purpose […]” (ibid.: 3). The second stage is formulation 
that “involves making strategic choices at the level of discourse, syntax, and vocabulary” 
(ibid.). In this stage, the speakers draw on their background knowledge or schemata, helping 
them to create a grammatically correct, meaningful, coherent and cohesive utterance. The 
content of the message that the speakers want to communicate is sequenced according to the 
speakers’ intentions. The next stage after conceptualization and formulation is articulation, 
which “involves the use of the organs of speech to produce sounds” (ibid.: 5). Thornbury 
also mentions self-monitoring and repair, a process occurring simultaneously in all three 
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stages, in which the speakers re-think the content of the message and the way in which it is 
uttered. 
 
Balboni (2014: 138-139), in a similar manner as Thornbury (2005), suggests that 
production, both oral and written, is composed of three stages: conceptualization, planning, 
and realization (with the possibility of revision). 
 
Authors such as Skela, Brown, Chastain, and Thornbury all define speaking in relatively 
similar terms, dividing the speaking process into monologic and dialogic, in other words, in 
production and interaction. They also outline the process of the spoken production, 
answering the question of how speakers produce language, spoken or written, for that 
matter.  
 
The CEFR (Council of Europe 2018) defines oral production in similar terms as the 
aforementioned authors, distinguishing between spoken production and spoken interaction. 
However, it does so by renaming the traditional four-skills model into communicative 
language activities, which are presented as “four modes of communication: reception, 
production, interaction and mediation” (Council of Europe 2018: 30), along with illustrative 
descriptors for proficiency levels ranging from A1-C2. Production consists of speaking and 
writing activities. 
 
The CEFR goes on to define spoken production as “a ‘long turn’, which may involve a short 
description or anecdote, or may imply a longer, more formal presentation” (Council of 
Europe 2018: 68). Spoken production regards fluency and articulateness of speech, which is 
not acquired naturally, but as a “product of literacy learnt through education and 
experience” by learning the “conventions of genre concerned” (ibid.). The CEFR also 
proposes production strategies (planning, compensating, monitoring and repair) as 
processes in speech formation that are used by speakers in order to improve the quality of 
their spoken production. Oral production is further defined as activities where the “language 
user produces an oral text which is received by an audience of one or more listeners” 
(Council of Europe 2001: 58). Moreover, the CEFR (Council of Europe 2018) defines 
monologic spoken production in terms of speech genres, which are organized according to 
three macro-functions:  
1. creative interpersonal language use (sustained monologue: describing experience); 
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2. transactional language use (sustained monologue: giving information); 
3. evaluative, problem-solving language use (sustained monologue: presenting a case).  
(Council of Europe 2018: 31) 
 
Production activities in the 2018 CEFR (Council of Europe 2018: 69) also include two more 
specialised genres: addressing audiences, including public speeches, lectures, sermons, etc.; 
and public announcements. In other words, the CEFR distinguishes the spoken production 
(monologues) in three distinctive speech genres: narrative-descriptive monologue, 
information-giving monologue and finally, argumentative monologue. 
 
The CEFR category of sustained monologue: describing experience includes narration 
and description such as autobiography, biographies of other people, summaries of books 
and films, descriptions of events, personal experience, people, things, animals, plans, habits, 
etc.). 
 
Next category is sustained monologue: giving information and concerns giving 
informative explanation in long stretches of speech. Sustained monologue: putting a case 
(debate) deals with learners being able to sustain an argument on personal topics, related to 
everyday life, or even more complex issues. The speakers present an idea using simple 
language and comparisons or by formulating precise points in a well-structured manner 
systematically providing supporting arguments (e.g. essay).  
 
Next genre or category of spoken language listed in the CEFR are public announcements, 
varying from very short to longer turns, and from spontaneous to rehearsed. Regarding 
public announcements, the language user “[c]an deliver short, rehearsed announcements on 
a topic pertinent to everyday occurrences in his/her field which, despite possibly very 
foreign stress and intonation, are nevertheless clearly intelligible” (Council of Europe 2018: 
73). 
 
Last but not least in the CEFR (Council of Europe 2018) is the category of addressing 
audiences – “giving a presentation or making a speech at a public event, in a meeting, 
seminar or class” (ibid.: 74). The speech can be very short and impromptu, or rehearsed, 
carefully prepared and well-structured presentation on a familiar or less familiar topic. This 
kind of speech is usually prepared in advance but is not meant to be read. The speaker, 
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however, can use visual aids in form of flash cards or PowerPoint. At the end of the speech, 
the speaker can answer follow up questions raised by the audience and he/she must also 
bear in mind the needs of the audience, making sure that during the presentation, they 
follow without major difficulties.  
 
A different term for speech genres was provided by Bygate already in 1988, who defined 
them as routines or “conventional ways of presenting information” (Bygate 1988: 23). The 
author took a further step towards defining routines, distinguishing them in information and 
interaction routines. Information routines were defined as “recurring types of information 
structures, including stories; descriptions of places and people; presentation of facts; 
comparisons; instructions” (ibid.). Information routines, or speech genres in other terms, 
were further subdivided by Bygate as expository routines and evaluative routines.  
 
Similary, expository routines as suggested also by Brown and Yule (1983; cited in Bygate 
1988: 23) included narrative, description and instruction. Brown and Yule (ibid.: 24) 
provided the following elements of narrative that are characteristic of the genre: setting, 
time, participants, an event which is the basis of the story, and a point that is made at the 
end. Evaluative routines, on the other hand, included argumentation, drawing conclusions, 
justifying, etc.  
 
An outline of the narrative genre was also provided by Carter and McCarthy (1997: 23), 
who list an array of basic elements that should be included in any narrative: 
- Reference to times, places and settings. 
- Characters involved in the events. 
- Some sort of plot or series of unusual, strange, funny, etc., events which make the 
story interesting. 
- Some outcome or conclusion to the events. […] 
- Embellishments or decorations by the teller, for example, exaggeration, 
intensification, suspense, amusing details. 
- Features which make the story more vivid, such as dialogue, changing the tense 
from past to present. 
- Comments on the events, telling us how people felt, what their attitude to the events 
was. 
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- Some sort of relevance to the conversation in which the story is told, for example 
linking it to an earlier or something someone has just said. 
 
Carter and McCarthy (1997) also emphasize the importance of openings and closures in the 
form of discourse markers, indicating a “boundary in the talk” (ibid.: 25), as relevant 
elements in a narrative, which “in a foreign language requires a good deal of language skill” 
(ibid.: 23).  
 
Thornbury (2005: 3) points out that narratives (stories) follow a typical structure (script) 
and that they are structured in terms of a beginning, middle and end. He also states that all 
discourse scripts are an integral part of the speaker’s background knowledge, which means 
that the speaker can use them to ease formulation, as well as the listener, who recognizes the 
type of discourse, making the listening process easier.  
 
A similar view on the phenomena of spoken production is given by Brighetti and Minuz 
(2008: 55), in terms of speech genres, which are roughly defined as speaking activities that 
tend to exhibit certain predictable traits and to which the speakers (and listeners) adapt. 
They are characterized by “style, register, choice in vocabulary, tone, discourse, degree of 
explicitness and other elements” (ibid.). 
 
Brighetti and Minuz (2008: 62) summarize some of the most prominent features of narrative 
genre, arguing that the structure and language of the narrative text produced orally are 
similar to those produced in written language. They also state that the oral production of a 
narrative usually requires some preparation on the part of the speakers, especially when it 
comes to longer turns (ibid.). As outlined by the two authors, a narration of an event 
normally follows a sort of a sequenced layout or a block diagram2 (ibid.: 64):  
a) Opening (introduction of the topic or characters); 
b)  Introductive sentence indicating the content; 
c) Orientation of the story; 
d) The main event indicating the start of the narration; 
e) Resolution of the events 
f) Conclusion  
 
                                                          
2 Block diagram or schema a blocchi (in Brighetti and Minuz, 2008) 
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Furthermore, Brighetti and Minuz emphasize that in addition to following the layout of the 
narrative, speakers also need to bear in mind the linguistic features of narrating a story, such 
as the use of verb tenses and modes (ibid.: 66).  
 
Spoken production is often described as a complex process of using the speaking skills on 
the basis of general and linguistic knowledge, taking into consideration also the features of 
each speech genres. However, the complexities do not lie merely in the production process 
of the spoken language and in the genres pertinent to speech; the complex nature of spoken 
language can also be seen in its idiosyncrasies, which distinguish speech from written 
language. 
 
2.3.2. FEATURES OF SPOKEN LANGUAGE 
 
Some of the most prominent features of spoken language can be outlined by contrasting the 
language of speaking with the one of writing. Speaking and writing are both productive 
skills, in many ways quite similar, but different, as well. Although spoken and written 
language are just two different ways of expression, there are some differences between the 
two systems. Speaking is characterized by its prosodic, paralinguistic, and indexical 
features, such as intonation, pace, stress, rhythm, pitch, the articulation of phonemes, voice 
qualities, loudness, facial expressions, and gestures (Halliday 1989: 30-31). Speaking takes 
place in real time, normally face to face, and is anchored in the moment of utterance. 
Cornbleet and Carter (2001: 18-19) outline some of the features common to the spoken 
language in regards to  
a) grammar,  
b) lexis,  
c) discourse.  
 
The grammatical features of speech include short, incomplete and fragmented utterances, 
connected by simple co-ordinating conjunctions such as ‘and’, ‘or’ and ‘but’ (ibid.: 61), 
rather than subordinating conjunctions typical in writing. The word order is usually the 
conventional ‘subject-verb-object’, however, speakers may also turn to object-fronting in 
order to make a contrast. Other grammatical features are ellipsis, frequent use of personal 
pronouns, simple syntax marked by simple clauses; the use of contractions and deixis. 
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The vocabulary of spoken language tends to display more simple, general and vague words, 
rather than complex noun groups and heavy modification, thus exhibiting much less 
formality and lower lexical density than the written language. Spoken language, according 
to Cornbleet and Carter (2001: 71) is verb-based, which is also supported by Halliday who 
argues that spoken language “represents phenomena as processes” while the written 
language as products (Halliday 1989: 81), using more noun-based phrases. In regard to the 
spoken discourse, speaking tends to exhibit a lot of hesitations, false starts, repetitions, 
discourse markers, fillers and unfilled pauses (Cornbleet and Carter 2001: 68). A similar 
account of traits of spoken language has been provided by Brown (1994: 256-257) who 
distinguishes some of its peculiarities: 
- clustering or breaking down speech into smaller chunks; 
- redundancy (rephrasing, repetition, elaboration) that makes the message clearer; 
- reduced forms (phonological and morphological reduction, ellipsis, elision); 
- performance variables (hesitations, pauses, backtracking, corrections); 
- colloquial language; 
- rate of delivery; 
- stress, rhythm, and intonation; 
- interaction. 
 
More recently, Brighetti and Minuz (2008: 86) have provided an elaboration on the features 
of spoken language in their book, Abilità del parlato (Speaking competence). They argue 
that the spoken language is linear, modified by context, and produced under time-restricted 
conditions, which is evident in the presence of auto-correction, redundancy and 
paralinguistic features (gestures, facial expression, etc.). 
 
Brighetti and Minuz outline features on the level of text, lexis and on morpho-syntactic 
level: on the level of text, the spoken language exhibits repetitions, ellipsis, and intonation 
(ibid.: 87). Regarding the lexis of spoken language, Brighetti and Minuz, as the above 
mentioned authors, suggest that there is a smaller lexical density, and that the vocabulary 
used in the speaking process is more concrete, simpler, conventional and less diverse. With 
regard to the morpho-syntactic level, Brighetti and Minuz (ibid.) found that the oral 
language exhibits simpler syntax, opting towards parataxis rather than hypotaxis, omitting 
conjunctions, and using left or right dislocation and cleft sentences. Moreover, according to 
the two Italian authors, it appears that the spoken language also features a simpler use of 
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tenses and modality, as well as considerable use of personal pronouns and the existential 
‘there is’ (ibid.).  
 
 However, from the above mentioned characteristics, it should not be concluded that the 
spoken language is disorganized and without any structure. In fact, Halliday (1989: 79) 
observes that “the spoken language is […] no less structured and highly organised than the 
written”. He continues by emphasizing that it is wrong to label spoken language as 
“disorganised, fragmentary, and simple” and that the complexity of the spoken language is 
“dynamic and intricate” (ibid.: 87). 
 
Spoken language can be structured as much as its written form, as the speakers employ 
pauses along with discourse markers to make the comprehension clearer. They use “openers 
to establish that they are indeed ready to talk; […] connectors to move from one topic to 
another; [and] preclosers […] and closers” (Chastain 1988: 277) to mark the end of the 
speaking turn. 
 
Brown and Yule (1994: 4) also point out that in more formal situations, educated speakers 
usually “produce utterances with complex syntactic structures, a good deal of subordination 
and […] phrases like in the first place, in the second place and finally”. This type of spoken 
language is typical of prepared monologues on the basis of pre-written scripts, or according 
to Cornbleet and Carter (2001: 103), written texts to be read aloud, like speeches, lectures, 
presentations, etc. This kind of planned spoken production allows for a higher accuracy and 
fluency, making the speech sound very formal and at times even artificial. 
 
Furthermore, Cornbleet and Carter suggest that this type of spoken language lacks 
authenticity and “the features of spontaneous spoken discourse with its false starts, 
hesitations and repetitions” (ibid.). While discussing the characteristics of spoken language, 
it should also be taken into account that there are two types of oral language: monologue 
and dialogue, which differ in some inherent traits. Some of the features of spoken language 
that were mentioned above manifest more in the monologues, whereas some of them can 
only be found in dialogic type of spoken discourse. 
 
Chastain highlights that monologues display a more complete and structured language in 
comparison to conversational speech, as “the speaker has more time to think ahead and to 
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plan the message” (1988: 274). The style is also more formal and less colloquial, there is 
less redundancy (e.g. rephrasing, repetition, elaboration), as well as less performance 
variables such as hesitations, pauses, backtracking, and corrections. Grammatically 
speaking, the language is closer to writing and the information density of the message is 
higher than in a conversation. 
 
Overall, the monologic speech manifests a lengthier and more complex language than the 
language in spoken interaction (conversations). The argument is further supported by 
Brown who emphasizes the formality of monologues as opposed to dialogues, pointing out 




3. THE PROCESS OF DEVELOPING SPOKEN 




So far, the historical overview of speaking and the place of oral production has been 
discussed throughout methodological history and different approaches to language learning 
and teaching. Besides the historical outline, a definition of oral production, along with its 
most prominent features was made on the basis of several linguists studying the 
phenomenon of language teaching. 
 
In this chapter, the focus shifts from the question what is oral production, to who is the 
speaker and how should that speaker be taught to speak. In other words, this chapter firstly 
highlights the prominent place of speaking skill in a language classroom and goes on further 
to define the role of the FL speaker in the oral production process and the role of the FL 
teacher, along with the materials and activities that foster oral production.  
 
Furthermore, it emphasizes what FL learners need to know to be able to speak in a foreign 
language and what FL learners do when they speak. Lastly, it looks at the teaching situation, 
regarding what language teachers should do to promote oral production in classroom, what 
teaching methodology should be applied in order to get the maximum results, and what 
activities and materials should be used to do so. 
 
Speaking is the most overt communicative medium, therefore, being able to speak a FL is 
one of the most desirable goals in the FL learning classes. This is what makes teaching and 
learning the speaking skill a vital element of a syllabus, especially in regard to other 
language skills, such as writing, reading, and listening. The ever rising importance of 
speaking competence in language classes is also prompted by language students themselves, 
who are increasingly becoming aware of globalization and the importance of knowing how 
to communicate in a FL with speakers of other foreign languages. 
 
According to Chastain (1988: 271), language teachers and learners alike in language classes 
should therefore use the foreign language as “the medium of communication during the 
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daily routine of conducting the class”, thus serving “[…] as a vehicle for participating in 
class activities” (ibid.). The latter should foster the communication between the students in 
the form of dialogues, conversations, exchanging opinions, negotiating meaning, describing 
and story-telling. Such activities should include the learners’ personal needs and interests, 
which would further involve them in the teaching process as active participants by giving 
them motivation to speak in language classes and giving them a sense of importance.  
 
As Chastain (1988: 272) points out, in terms of learning a foreign language and the process 
itself, speaking plays an important role, as it promotes retention and feedback. Speaking is 
essential when it comes to communication and it is seen as the “performance of the 
speaker’s competence” (ibid.), which is composed of their linguistic knowledge and general 
knowledge. Speaking is intertwined with the other three language skills of reading, listening 
and writing, which all foster the development of speaking. One must first listen to the 
language, before he or she is able to speak it, and furthermore, read a text to get the input of 
vocabulary and language forms; and lastly, one should use the language that has been 
acquired and express his or her thoughts in writing a composition. The learners should 
therefore first get some language input through listening and reading, and only after produce 
language through speaking and writing. Chastain emphasizes the integration of the four 
skills as “[l]istening and reading facilitate speaking in the sense that the students learn new 
words and new forms while they are listening and reading” (ibid.). The integration of the 
four skills is also supported by Krashen’s input hypothesis that sees “reading and listening 
as sources of language input, from which the learners receive and extract language” (Skela 
1999; cited in Čok et al. 1999: 103). 
 
The language input should come from the language teacher and from the activities and 
materials that support the development of oral production. The main objective of teaching 
the oral production is oral fluency or being able to express oneself clearly, 
comprehensively, in a relatively correct manner, linking chunks of speech with ease and 
without hesitation (ibid.: 101). Faerch et al. (1984: 168; cited in Vitthal 2010: 15) define 
fluency as a component element of communication competence and further divide it in 
terms of: 
- semantic fluency (linking together prepositions and speech acts); 
- lexical-syntactic fluency (linking together syntactic constituents and words);  
- articulator fluency (linking together speech segments). 
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Furthermore, Thornbury (2005: 8) summarizes some of the features that exhibit the 
speaker’s fluency: 
- pauses may be long but not frequent. 
- pauses are usually filled. 
- pauses occur at meaningful transition points.  
- There are long runs of syllables and words between pauses.  
- In a learning environment, the development of spoken production largely depends 
on three factors: the language learner, the language teacher, the learning materials 
and classroom activities.  
 
 
3.1. WHAT (SHOULD) LANGUAGE LEARNERS KNOW? 
 
Speaking is a complex process, going beyond sound production, articulation and, according 
to Chastain (1988: 270), it “involves more than simply knowing the linguistic components 
of the message”. Speakers must activate their background (general) and linguistic 
knowledge, which is composed of vocabulary and grammatical rules, in order to get a 
message across. In her study, Anne Burns (2013: 167) presents language speaking 
competence, composed of: 
a) knowledge of language and discourse, 
b) core speaking skills, 
c) communication strategies. 
 
As outlined by Burns (ibid.), the knowledge of language and discourse refers to 
“mastering the sound patterns of the language, […] knowing the grammar and vocabulary 
of the language […] and understanding how stretches of connected speech (discourse, 
genre) are organised, so that they are socially and pragmatically appropriate (register)”. The 
core speaking skills regard the development of fluency and the ability to process spoken 
language at an appropriate pace, the ability of language chunking, pausing; of using 
formulaic expressions and discourse markers. Moreover, the core speaking skills include the 
skill of negotiation of meaning (e.g. monitoring, self-repair), as well as speech management 
devices such as openings, connectors, and closings. Lastly, communication strategies 
include cognitive strategies that speakers use to compensate for the lack of language 
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knowledge, like “circumlocution, paraphrasing, gestures, word coinage, approximation, 
avoidance, rephrasing etc. (ibid.: 168).  
 
A similar distinction of the speaker’s competence is drawn by Thornbury (2005: 11) who 
points out that the knowledge that a speaker should have in order to produce meaningful 
language is that of the language itself (linguistic knowledge) and the general knowledge 
(extralinguistic knowledge). Extralinguistic knowledge relevant to speaking is topic and 
cultural knowledge, context knowledge along with the knowledge of common or shared 
experience among the speakers and the audience, which allow for the choice of register. A 
component of extralinguistic knowledge is also knowledge about social values and norms in 
a certain society and their relevance to language, also known as sociocultural knowledge. 
 
Linguistic knowledge that a speaker should have in order to produce speech is composed 
of genre knowledge, discourse knowledge, pragmatic knowledge, and the knowledge of 
grammar, vocabulary, and phonology. To break it down in details, genre knowledge is 
concerned with the structure of speech events, which can have a transactional function of 
conveying some information, or an interpersonal function regarding social relationships. 
 
These speech events or genres are further defined as interactive (dialogues, multi-party 
speech) or non-interactive (monologues), and as planned or scripted in advance, meaning 
they are closer to written than spoken language, and unplanned. The genre knowledge is 
somewhat transferable from the speakers’ mother tongue, as “genres are recognizable across 
cultures”, which means that learners of a foreign language can apply the rules of a specific 
speech genre from their mother tongue to those in the foreign language. 
 
The speakers also need the discourse knowledge, which is the ability to connect utterances 
into coherent stretches of speech by the appropriate use of discourse markers, marking the 
beginning, transition and the end of a spoken discourse, thus signalling the speaker’s 
intentions. The speaker’s pragmatic knowledge is “knowing how to do things with 
language, taking into account its contexts of use” (Thornbury 2005: 16). This includes 
speech acts or functions, such as complementing, requesting, offering, greeting, inviting, 
apologizing, along with the co-operative principle, politeness and register. 
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The last three elements of the speaker’s linguistic knowledge are particularly connected to 
the knowledge of language itself. A proficient speaker has to exhibit the knowledge of 
grammar rules and structures, which allows the speaker to form grammatically correct 
utterances. Without such knowledge, the message would not be intelligible. Speakers of a 
foreign language should distinguish between the grammar of spoken and written language, 
as the two differ in some aspects, and the language teachers should take those differences 
into account when teaching learners how to speak. In that regard, Thornbury (ibid.: 34) 
offers a list of essential grammatical items for teaching FL speaking: 
- a command of present and past simple, and the ability to use the latter to sequence 
narratives. 
- familiarity with the use of the continuous and perfect aspect forms of verbs, both to 
frame and background information in narratives […]. 
- a knowledge of the most frequently occurring modal and semi-modal verbs […]. 
- the ability to formulate questions […]. 
- some basic conjunctions […] in order to string together sequences of clausal and 
non-clausal units. 
- one or two all-purpose quoting expressions […].  
 
The knowledge of vocabulary is another key factor when it comes to speaking competence. 
The more words that the speakers have in their collection, the more fluent, proficient and 
native-like they sound. Thornbury (ibid.: 23) highlights how the speakers “achieve fluency 
through the use of prefabricated chunks” that they pre-assemble and store in their minds in 
order to later retrieve those chunks and use them to make an utterance. 
 
Thornbury (ibid.) provides also a list of the most common types of prefabricated chunks: 
collocations, phrasal verbs, idioms, catchphrases, sayings, sentence frames, social formulas 
and discourse markers. The linguist also proposes some characteristic vocabulary items that 
speakers should have in their vocabulary collection, such as interrogative words, modal 
auxiliary verbs, personal pronouns, possessive pronouns, demonstrative pronouns and other 
deixis, prepositions, discourse markers, linking words, conjunctions etc. 
 
Moreover, the vocabulary of a proficient speaker goes beyond the array of single words and 
it comprises also language (formulaic) chunks that allow for greater fluency and 
idiomaticity. Last but not least is the speaker’s knowledge of pronunciation that goes hand 
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in hand with vocabulary, as “words are stored along with their pronunciation and do not 
need to be reconstituted from scratch each time they are used” (ibid.: 24). A specific 
element in pronunciation is intonation, having the function of marking the importance of a 
specific utterance (prominence), dividing speech into information blocks or tone units 
(segmentation), and connecting them with each other (cohesion). 
 
All these different kinds of knowledge that the speakers should exhibit are also covered by 
the CEFR communicative language competences (Council of Europe, 2018), which has 
already been discussed to some extent in the previous chapters, but will be considered in 
more detail in this chapter, as the CEFR scales provide clear-cut descriptors of what kind of 
knowledge a language learner should show. The CEFR defines the learners’ knowledge in 
terms of communicative language competences, consisting of linguistic, sociolinguistic and 
pragmatic competences, which are then further defined in terms of general range, 
vocabulary range, grammatical accuracy, vocabulary control, phonological control, 
orthographic control, sociolinguistic appropriateness, flexibility, taking the floor, thematic 
development, coherence, propositional precision and lastly, spoken fluency. The 
experimental design of this MA thesis on developing spoken production was carried out on 
the B1 proficiency level learners, therefore, the theoretical framework mentions mainly 
definitions and concepts regarding B1 level. The first sub-component is general linguistic 
range and it describes competences to be achieved at B1 level as: 
 
- Has a sufficient range of language to describe unpredictable situations, explain the main 
points in an idea or problem with reasonable precision and express thoughts on abstract or 
cultural topics such as music and films. 
- Has enough language to get by, with sufficient vocabulary to express him/herself with some 
hesitation and circumlocutions on topics such as family, hobbies and interests, work, travel, 
and current events, but lexical limitations cause repetition and even difficulty with 
formulation at times.  
(Council of Europe 2018: 131) 
 
The next component is vocabulary range including “the breadth and variety of words and 
expressions” that learners use. The learner’s vocabulary collection can include idiomatic 
expressions and colloquialisms. Language learner on B1 level: 
 
- Has a good range of vocabulary related to familiar topics and everyday situations.  
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- Has a sufficient vocabulary to express him/herself with some circumlocutions on most 
topics pertinent to his/her everyday life such as family, hobbies and interests, work, travel, 
and current events. 
(ibid.: 132) 
 
The competence of the learner to “recall ‘prefabricated’ expressions correctly and the 
capacity to focus on grammatical forms whilst articulating thought” (ibid.: 133) is 
encompassed under the term grammatical accuracy, where the learner: 
 
- Communicates with reasonable accuracy in familiar contexts; generally good control though 
with noticeable mother tongue influence. Errors occur, but it is clear what he/she is trying to 
express. 
- Uses reasonably accurately a repertoire of frequently used ‘routines’ and patterns associated 
with more predictable situations. (ibid.) 
 
Learners’ vocabulary control is described as the “ability to choose an appropriate 
expression from their repertoire […] by association in the form of collocations and lexical 
chunks […]”: 
 
- Communicates with reasonable accuracy in familiar contexts; generally good control though 
with noticeable mother tongue influence. Errors occur, but it is clear what he/she is trying to 
express. 
- Uses reasonably accurately a repertoire of frequently used ‘routines’ and patterns associated 
with more predictable situations. 
(ibid.: 134) 
 
The linguistic competence of phonological control encompasses concepts such as 
articulation (pronunciation of sounds); prosody (intonation, rhythm, stress, speech rate); 
accentedness (accent); and intelligibility (ibid.: 134). All of these are divided into three 
categories: overall phonological control; sound articulation and prosodic features and are 
described respectively as: 
 
- Pronunciation is generally intelligible; can approximate intonation and stress at both 
utterance and word levels. However, accent is usually influenced by other language(s) 
he/she speaks. 
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- Is generally intelligible throughout, despite regular mispronunciation of individual sounds 
and words he/she is less familiar with. 
- Can convey his/her message in an intelligible way in spite of a strong influence on stress, 
intonation and/or rhythm from other language(s) he/she speaks. 
(ibid.: 136) 
 
The last component of linguistic competence described in the CEFR is orthographic 
control, regarding “the ability to copy, spell and use layout and punctuation”. It is described 
as:  
- Can produce continuous writing which is generally intelligible throughout. 
- Spelling, punctuation and layout are accurate enough to be followed most of the time. 
(ibid.: 137) 
 
The second component part of communicative language competence is sociolinguistic 
competence (sociolinguistic appropriateness), which refers to the “knowledge and skills 
required to deal with the social dimension of language use” (ibid.). It relates to linguistic 
markers of social relations, politeness conventions, register differences and dialect and 
accent (ibid.). It is described in terms of the B1 proficiency level as: 
 
- Can perform and respond to a wide range of language functions, using their most common 
exponents in a neutral register.  
- Is aware of the salient politeness conventions and acts appropriately. 
- Is aware of, and looks out for signs of, the most significant differences between the customs, 
usages, attitudes, values and beliefs prevalent in the community concerned and those of his 
or her own community.  
(ibid.: 138) 
 
The third dimension of communicative language competence is pragmatic competence, 
relating to “the actual language use in the (co-)construction of text (e.g., discourse 
competence, functional competence, design competence) (ibid.) It encompasses:  
 
Flexibility (adaptation of learnt language to various situations in a creative way). The learner on B1 
level “[c]an adapt his/her expression to deal with less routine, even difficult, situations [and] [c]an 
exploit a wide range of simple language flexibly to express much of what he/she wants” (ibid.: 139).  
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Turntaking (“the ability to take the discourse initiative” (ibid.: 140) and to maintain and end it). 
The learner on B1 level “[c]an intervene in a discussion on a familiar topic, using a suitable phrase 
to get the floor [and] [c]an initiate, maintain and close simple face-to-face conversation on topics 
that are familiar or of personal interest” (ibid.). 
 
Thematic development (the ability to logically present ideas, e.g., telling a story, or 
develop an argument and use appropriate rhetorical structures to relate them in a text). The 
learner on B1 level: 
- Can clearly signal chronological sequence in narrative text. 
- Can develop an argument well enough to be followed without difficulty most of the time.  
- Shows awareness of the conventional structure of the text type concerned, when 
communicating his/her ideas.  




Coherence and cohesion concern the use of linking elements (logical and temporal 
connectors), paragraphs (to mark text structure), discourse markers, and other cohesive and 
linguistic devices in order to achieve a coherent entity. The B1 level learner: 
- Can introduce a counter-argument in a simple discursive text (e.g. with ‘however’).  
- Can link a series of shorter, discrete simple elements into a connected, linear sequence of 
points.  
- Can form longer sentences and link them together using a limited number of cohesive 
devices, e.g. in a story.  
- Can make simple, logical paragraph breaks in a longer text.  
(ibid.: 142) 
 
Propositional precision concerns the learner’s ability to successfully formulate a detailed 
and meaningful message. The B1 level learner: 
- Can explain the main points in an idea or problem with reasonable precision.  
- Can convey simple, straightforward information of immediate relevance, getting across 
which point he/she feels is most important.  
- Can express the main point he/she wants to make comprehensibly. 
(ibid.: 143)  
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Spoken fluency represents the learner’s ability to articulate and to sustain a lengthy 
message in a fluent and concise manner, regardless of breaks or hesitations, spontaneously 
using a variety of expressions. Regarding fluency, a B1 level learner: 
- Can express him/herself with relative ease. Despite some problems with formulation 
resulting in pauses and ‘cul-de-sacs’, he/she is able to keep going effectively without help.  
- Can keep going comprehensibly, even though pausing for grammatical and lexical planning 
and repair is very evident, especially in longer stretches of free production. 
(ibid.: 144) 
 
Furthermore, in addition to the descriptor scales for communicative language competences, 
the CEFR (2018) also provides descriptor scales, ranging from A1 to C2 levels, in regard to 
production activities, or speech genres3: a) sustained monologue: describing experience;  
b) sustained monologue: putting a case; c) sustained monologue: giving information;  
d) addressing audiences and public announcements. Regarding the overall spoken 
production, the language user on B1 level “[c]an reasonably fluently sustain a 
straightforward description of one of a variety of subjects within his/her field of interest, 
presenting it as a linear sequence of points” (ibid.). 
 
The CEFR category of sustained monologue: describing experience includes the genres of 
narration and description. B1 level learner: 
- Can clearly express feelings about something experienced and give reasons to explain those 
feelings. 
- Can give straightforward descriptions on a variety of familiar subjects within his field of 
interest. 
- Can reasonably fluently relate a straightforward narrative or description as a linear sequence 
of points. 
- Can give detailed accounts of experiences, describing feelings and reactions. Can relate 
details of unpredictable occurrences, e.g. an accident. 
- Can relate the plot of a book or film and describe his/her reactions. 
- Can describe dreams, hopes and ambitions. 
- Can describe events, real or imagined. 
- Can narrate a story. 
(Council of Europe 2018: 70) 
 
                                                          
3 This MA thesis focuses on the development of spoken production, therefore, the theoretical framework 
concentrates solely on the aspects regarding spoken production.  
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The CEFR category of sustained monologue: giving information concerns giving a long 
turn informative explanation, and sustains that B1 level learner: 
- Can explain the main points in an idea or problem with reasonable precision. 
- Can describe how to do something, giving detailed instructions. 
- Can report straightforward factual information on a familiar topic, for example to indicate 




The CEFR category of sustained monologue: putting a case (debate) deals with learners 
being able to sustain an argument on personal topics, related to everyday life, or even more 
complex issues. Two additional concepts are included in the descriptive scale: the manner 
of formulation (from presenting an idea using simple language to formulating precise points 
in a well-structured manner) and the manner of arguing (from simple comparisons to 
systematic development of supporting arguments). A B1 level learner, regarding putting a 
case in a sustained monologue: 
- Can develop an argument well enough to be followed without difficulty most of the time. 
- Can give simple reasons to justify a viewpoint on a familiar topic. 
- Can express opinions on subjects relating to everyday life, using simple expressions. 
- Can briefly give reasons and explanations for opinions, plans and actions.  
- Can say whether or not he/she approves of what someone has done and give reasons to 
justify this opinion. 
(ibid.: 72) 
 
Next genre or category of spoken language listed in the CEFR (2018) are public 
announcements, varying from very short to longer turns, and from spontaneous to 
rehearsed. Regarding public announcements, the language user “[c]an deliver short, 
rehearsed announcements on a topic pertinent to everyday occurrences in his/her field 
which, despite possibly very foreign stress and intonation, are nevertheless clearly 
intelligible” (ibid.: 73).  
 
Last but not least in the CEFR (Council of Europe 2018) is the category of addressing 
audiences – “giving a presentation or making a speech at a public event, in a meeting, 
seminar or class” (ibid.: 74). The speech can be very short and impromptu, or rehearsed, 
carefully prepared and well-structured presentation on a familiar or less familiar topic. This 
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kind of speech is usually prepared in advance but is not meant to be read. The speaker, 
however, can use visual aids in form of flash cards or PowerPoint. At the end of the speech, 
the speaker can answer follow up questions raised by the audience and he/she must also 
bear in mind the needs of the audience, making sure that during the presentation, they 
follow without major difficulties. The illustrative descriptor scale for a B1 level states that 
the language user: 
 
- Can give a prepared presentation on a familiar topic within his/her field, outlining 
similarities and differences (e.g. between products, countries/regions, plans).  
- Can give a prepared straightforward presentation on a familiar topic within his/her field 
which is clear enough to be followed without difficulty most of the time, and in which the 
main points are explained with reasonable precision.  
- Can take follow up questions, but may have to ask for repetition if the speech was rapid. 
(ibid.) 
 
All in all, speaking is indeed a complex language skill that requires a variety of different 
types of knowledge. To speak fluently is more than just having the linguistic knowledge of 
grammar and vocabulary, and knowing how to pronounce words. Authors like Anne Burns 
and Thornbury, as well as the CEFR, all distinguish what kind of knowledge a language 
learner should have, which is in the latter exemplified with detailed illustrative descriptor 
scales. They each present this knowledge – the speaking competence – in their own specific 
terms and in different manner, however, a conclusion can be drawn that the learner’s 
speaking competence is roughly composed of extralinguistic (general) knowledge that the 
speakers have of the world that surrounds them; of linguistic knowledge, as well as 
communication strategies.  
 
 
3.2. WHAT LANGUAGE LEARNERS DO WHEN PRODUCING 
SPEECH  
 
Regarding the stages of mental processing, speech production in a foreign language is 
similar to that of the mother tongue. In his analysis of the spoken language, Thornbury 
(2005: 28) suggests that “speakers […] produce speech through a process of 




According to Thornbury, speakers in a speaking process, first conceptualize the content of 
the message in regard to discourse type, topic, and purpose (ibid.: 3). The second stage of 
speech production is formulating the message into an intelligible chunk of speech, “making 
strategic choices at the level of discourse, syntax, and vocabulary” (ibid.) and 
simultaneously adjusting those linguistic choices to the speaker’s intentions. Usually, 
discourse types or speech genres have a typical structure to follow, and they are already a 
part of the speaker’s knowledge, thus saving time in speech formulation. 
 
Thirdly, speakers articulate the message they have put together according to the discourse 
type, which goes beyond mere articulation of sounds and includes “the appropriate 
placement of prominence (stress) and the meaningful use of intonation (pitch direction)” 
(ibid.: 4). 
 
At all three stages, self-monitoring and repair take place simultaneously. Thornbury points 
out that self-monitoring at the formulation stage can be observed in the speaker slowing 
down while talking, pausing, backtracking or re-phrasing. Another notion that is 
emphasized by Thornbury in a speech production process is automaticity, which is a 
necessary instrument if the speaker wants to achieve fluency. 
 
Thornbury assigns the importance of automaticity to each stage of speech production; when 
the speaker is in the process of formulating the message, automaticity is attained by using 
prefabricated chunks or ready-made units. Therefore, by using linking devices, conjunctions 
and formulaic expressions, the speaker sound natural and fluent. Another way that the 
speakers achieve fluency is by the use of production strategies. These come in the form of 
pause fillers (uh, um, erm etc.), vague expressions (sort of; I mean etc.) and repetitions.  
 
A similar three-stage speech production process, as described by Thornbury, is also outlined 
by the Italian linguist Balboni (2014: 138-139), who speaks about conceptualization (la 
concettualizzazione), outlining (la progettazione), and realization (la realizzazione)4, as 
the stages in the speech production process. He makes a step further from the theoretical 
framework and connects the speakers’ mental process with practical application in teaching 
                                                          
4 Translations of the three stages of production as described in Balboni's Didattica dell'italiano come lingua 
seconda e straniera (2014) are my own.  
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environment. In the stage of conceptualization, the speakers assemble their ideas by 
brainstorming some key concepts or key words related to the topic in discussion. These 
brainstormed ideas can be written down in the form of a mind map, which results in a 
whole-class product. 
 
The teacher’s role is to help the learners with some initial key vocabulary to prompt and 
elicit ideas. The outlining stage is more analytical and it concerns reorganization of the 
brainstormed ideas, associations and concepts into a flowchart or some kind of scheme (a 
draft)5, which gives a coherent structure to the final stage of realization (ibid.) and also 
eases the process of elaborating and communicating the message in the final oral 
presentation.  
 
The process of spoken production is also outlined by the CEFR under the term production 
strategies that “are employed to improve the quality of both informal and formal 




c) monitoring and repair.  
 
In the planning phase, the speaker goes through a mental process of preparing the content 
and formulating the utterance. At this point, the speaker has to employ his linguistic 
knowledge in order to get the message across to the audience. In case the speech act is of a 
formal nature, this phase may include rehearsal or the production of drafts. The CEFR 
offers an illustrative scale at B1 level, whereby the speaker: 
 
- Can rehearse and try out new combinations and expressions, inviting feedback. 
- Can work out how to communicate the main point(s) he/she wants to get across, exploiting 
any resources available and limiting the message to what he/she can recall or find the means 
to express. 
(Council of Europe 2018: 78) 
 
                                                          
5 Ital. scaletta 
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As indicated in the CEFR, the next stage in the oral production process is compensating, 
which is “a strategy for maintaining communication when one cannot think of the 
appropriate expression” (ibid.: 79). The speakers may use paralinguistic gestures or 
paraphrase the utterance entirely; they may use a “wrong” word and qualify it or offer a 
definition of the absent word. Again, an illustrative scale at B1 level is offered by the 
CEFR, indicating that the speaker, in order to maintain communication: 
 
- Can define the features of something concrete for which he/she can't remember the word. 
- Can convey meaning by qualifying a word meaning something similar (e.g. a truck for 
people = bus). 
- Can use a simple word meaning something similar to the concept he/she wants to convey 
and invites ‘correction’. 
- Can foreignise a mother tongue word and ask for confirmation. 
(ibid.) 
 
When producing speech, the speakers, due to various factors that affect speech production, 
make mistakes and errors, which they are aware of and therefore try to go back in their 
utterance and repair “the damage”. According to the CEFR, the last stage in the speech 
production is monitoring and repair, where the speaker at B1 level: 
 
- Can correct mix-ups with tenses or expressions which lead to misunderstandings provided 
the interlocutor indicates there is a problem. 
- Can ask for confirmation that a form used is correct. 
- Can start again using a different tactic when communication breaks down. 
(ibid.: 80). 
 
A similar framework of speech production process that the speakers go through is outlined 
in the model of speech production by authors Færch and Kasper (1992). Their model of 
speech production consists of two phases: a planning phase, composed of goal, planning 
process and plan, and an execution phase, including plan, execution process and action 
(Færch and Kasper 1992: 23). 
 
In both of these phases, the speaker monitors his utterances and corrects them if necessary. 
In the planning phase, the speaker “selects rules and items which he considers most 
appropriate for establishing a plan”, leading to a certain communicative goal, which means 
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that the speaker retrieves linguistic elements from his schemata and makes use of his skills 
in order to compose a message with specific function and content that he wants to get 
across. 
 
After the plan has been established, the execution process takes place, consisting of 
neurological and physiological processes, which lead to action, otherwise known as the 
“articulation of the speech organs” (ibid.: 25). In the execution of the plan, the speaker may 
encounter some problems due to the lack of knowledge or any other factors affecting the 
speech production and the degree of fluency. When speaking, speakers must operate under 
various conditions and are faced with factors that either facilitate or hinder the fluency of 
speech production. 
 
These speech conditions are well described by Thornbury (2005: 25-26) who grouped them 
into three categories: cognitive factors, affective factors, and performance factors. Cognitive 
factors listed by Thornbury are familiarity with the topic, genre and with the interlocutors, 
as well as processing demands. In other words, it is easier to speak about a familiar topic, in 
a genre that the speaker is well versed in, as well as speaking in front of the people who 
share the same knowledge. 
 
The affective factors that influence the speech production are the speaker’s feelings towards 
the topic and/or the participants, and self-consciousness. Finally, the speech production is 
affected by performance factors, including mode, degree of collaboration, discourse control, 
planning and rehearsal time, time pressure, and environmental conditions. However, 
Thornbury emphasized that these are not the only factors that affect speaking; there are also 
factors within the speakers, such as personality factors, motivation, age, psychological 
factors like fatigue, performance anxiety, lack of confidence etc.  
 
The speech conditions and the lack of linguistic resources in the speakers’ schemata or 
rather the unavailability of that knowledge, as well as other intrinsic factors within the 
speakers themselves lead to mistakes and errors on one hand, and to the use of 
communicative strategies to avoid making errors, on the other. This raises questions such as 




4. LEARNERS’ ERRORS IN SPOKEN PRODUCTION 
 
 
4.1. DEFINING ERRORS  
 
When we speak, we all make mistakes and errors, even when the language we use is our 
mother tongue. Even native speakers produce utterances which are not suitable in a certain 
context or which are erroneous due to the lack of linguistic knowledge, or the lack of 
vocabulary; due to slips of the tongue, fatigue, performance anxiety, fear of being 
evaluated, fear of making errors or due to any other influencing factor that hinders the 
spoken production. When and if the native speakers make an error, they usually recognize it 
and know how to correct them. 
 
On the other hand, when the language learners make errors, they are usually not aware of 
them and thus do not correct themselves. They produce ill-formed utterances which may not 
only be unsuitable in a certain context, but may also be unacceptable and unintelligible 
because they do not follow the grammatical rules of the second language, as they have not 
yet internalised the second language code. 
 
However, the learners’ errors should not be regarded as an infringement of the language 
rules or the language code, but rather as indicators of their own language system, imperfect 
though it may be. According to Corder (1967), the learners’ “errors […] provide evidence 
of the system of the language that he is using (i.e. has learned) at a particular point in the 
course” (in Richards 1990: 25) and are considered a useful and “necessary part of the 
learning process” (Corder 1986: 66). 
 
This kind of learners’ second language system was first described and termed by Selinker 
(1972) as interlanguage, describing the learners’ language as “a sort of a hybrid between his 
L16 and the target language” (ibid.: 2) with a “structurally intermediate status between the 
native and the target language” (Brown 1980: 163). 
 
                                                          
6 L1 is an abbreviation for the first language (the mother tongue).  
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As defined by Selinker (in Corder 1986: 67), the interlanguage exhibits systematic 
characteristics of the target language and of some other languages, most often of the 
learners’ mother tongue. This kind of a language system is mixed, unstable, approximate 
and intermediate, and is “not institutionalized [manifestation] of language” (ibid.: 68). 
 
Corder (ibid.: 75-76) outlines some features of interlanguage systems, stating that in 
linguistic terms, they are “´reduced´ or ´simplified´ systems” in comparison with 
institutionalized languages. Interlanguage systems are also unique to individuals or certain 
groups of language learners that share the same background such as the same L1, learning 
environment, age etc. 
 
Selinker, defined interlanguages as dynamic systems and as a product “of psycholinguistic 
process of interaction between” the mother tongue and the target language (ibid.: 87). In 
connection to the term interlanguage, Selinker also defines the concept of fossilization as a 
“mechanism whereby speakers of a particular native language will keep certain linguistic 
items, rules, subsystems in their interlanguage, no matter what amount of instruction they 
receive in the target language” (ibid.), which means that at a certain point in the language 
learning process, the learners reach a plateau, thus they will no longer show any progress 
towards the norm of the target language. 
 
Selinker (1972) stresses that the “fossilizable structures tend to remain as potential 
performance, re-emerging in the productive performance of an [interlanguage]” (in 
Richards 1990: 36) even when those structures were regarded as already uprooted from the 
learner’s interlanguage. 
 
An interesting fact to consider is that many fossilized linguistic structures in learner’s 
interlanguage are never eradicated and tend to resurface when the learner find himself under 
stressful conditions. A similar perspective of the same intermediate language system has 
been provided even a year before Salinker by Nemser (1971), encompassed in the term 
approximative system. Nemser emphasized “the goal-directed development of the learner’s 
language towards the target language system” (ibid.: 67), and its dynamic nature, as 
according to the author, the language system used by the learner is an approximation 
towards the norm that should be reached – the target language. 
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The term idiosyncratic dialect was coined by Corder (1971) who viewed learners’ language 
as a sort of a dialect, which is “regular, systematic, meaningful, i.e., it has a grammar, and is 
in principle, describable in terms of a set of rules […]” (Corder 1986: 17). Corder proposed 
an additional term – transitional dialect – which nicely reflects the learner’s transitional 
competence and the unstable nature of his (inter)language system. Learner’s idiosyncratic 
dialect is unstable, but transitional; it has its own rules which are not in conformity with the 
target language and it deviates from the norm. As Corder regarded the learner’s language in 
terms of a sort of a dialect, he also claimed that “the idiosyncratic rules are not unique to an 
individual but shared by others having similar cultural background, aim or linguistic 
history” (ibid.: 19). 
 
In other words, learners sharing the same mother tongue and who have the same language 
learning experience, exhibit more or less the same interlanguage features and what 
differences or deviations there are, can be ascribed to individual variations in intelligence, 
motivation and attitude towards the learning experience. Corder does not regard the 
learner’s errors as ungrammatical or incorrect, because the learners follow their own 
language system which has its own rules, therefore, from the learners’ perspective, the 
errors they make are not seen as an infringement of the language norm, but as reflection of 
their transitional competence at a particular stage of the learning process. 
 
Interlanguage, approximative system or idiosyncratic dialect, as the learners’ second 
language is named by different terms, presents the learners’ temporary and transitional 
competence and is an indicator of learners’ errors.  
 
 
4.2. THE SIGNIFICANCE OF ERRORS 
 
Language learning is as any other learning activity whereby mistakes and errors are a 
significant composing part of the process. Brown (1980: 165) offers a definition of an error 
as “a noticeable deviation from the adult grammar of a native speaker, reflecting the 
interlanguage competence of the learner”. An error is regarded as a transgression from the 
linguistic norm and an infringement of the grammatical rules. Benucci (in Diadori 2015: 
262) defines an error as a deviation from the norm in regard to a general competence, 
composed of linguistic component (vocabulary, morphology, syntax, pronunciation); of 
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discourse component (knowledge of discourse elements); of a referential component 
(general knowledge of the world); sociocultural component (knowledge about social 
conventions). 
 
As already mentioned above, Corder points out the significance of learners’ errors as overt 
indicators of the learners’ interlanguage. According to Corder, the learners’ errors are 
important in three different ways, to three different groups in the language learning context. 
Firstly, errors are important to the language teachers, as they give them an insight into the 
“learner’s state of knowledge at any particular moment and also into the strategies of 
learning that the learner may be using” (Corder 1986: 10). Teachers also make use of the 
error analysis to gain insight into their own work in the learning process, in regards to the 
curriculum, planning of courses and material design.  
 
Errors are also significant for language researchers and linguists, as they provide evidence 
about the language learning process, e.g. about how language is learnt and what strategies 
are used in the learning process. Last but not least, errors are important to language learners 
themselves, as they are a learning device for the learners, giving them insight into their own 
deficiencies in the linguistic knowledge and helping them recognize the gaps in their 
competence.  
 
In regard to categorizing the types of learners’ errors, a distinction between errors and 
mistakes must be drawn. Mistakes and errors are two different phenomena, and the one of 
considerable importance for the foreign language learning process is the latter. A clear 
distinction is provided by Brown, defining mistakes as performance errors, hesitations, 
ungrammatical linguistic structures, lapses, slips of the tongue or “failure[s] to utilize a 
known system correctly” (Brown 1980: 165). They occur in both native speakers’ 
utterances and in those of the foreign language learners.  
 
Mistakes are not evidence of a lack of knowledge, but rather “the result of some sort of 
breakdown or imperfection in the process of producing speech” (ibid.). Mistakes are not 
clear indicators of the learners’ language system, therefore, they must be distinguished from 
errors, “idiosyncrasies in the interlanguage of the learner which are direct manifestations of 
a system within which a learner is operating at a time” (ibid.). Errors as indicators of the 
state of the learners’ interlanguage are by default systematic and could be referred to as 
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errors of competence, whereas mistakes are errors of performance, and are therefore 
unsystematic occurring due to “memory lapses, physical states, such as tiredness and 
psychological conditions, such as strong emotion” (Corder 1986: 10). 
 
Speakers are usually aware of this kind of performance errors and correct them instantly. 
Mistakes are not indicators of a deficient knowledge or competence and are therefore of 
little significance to the process of language learning. 
 
 
4.3. DESCRIBING ERRORS 
 
It was established that learners’ errors are indicators of their transitional competence or 
interlanguage, thus showing the progress they have made towards the target language. 
Errors are by their definition a sort of a deviation from the linguistic norm and as such they 
can be classified into different categories. According to Corder, the learners’ linguistic 
structures can be categorised into “superficially deviant; superficially well-formed and 
appropriate in the context; and superficially well-formed but inappropriate. (Corder 1986: 
29-30). 
 
This distinction points out to the complexity of recognizing and distinguishing errors. 
Sometimes, an utterance produced by a language learner, can seem perfectly well-formed, 
exhibiting no formal evidence of deviation from the linguistic norm, yet still be erroneous. 
Therefore, producing correct utterances does not only point to their acceptability, but to 
their appropriateness in relation to the context in which those are produced. In his analysis 
of errors, Corder (1986: 41) claims that “superficial well-formedness alone is not a 
guarantee of freedom from error” and that “[o]nly sentences which are both acceptable and 
appropriate may be error-free” (ibid.). 
 
Researcher Richards took a non-contrastive approach to error analysis, excluding from his 
study interlanguage errors, “caused by the interference of the learner’s mother tongue” 
(Richards 1971: 173). Disregarding the learner’s language background, he focused his 
analysis on the category of intralingual and developmental errors, which “reflect the 
learner’s competence at a particular stage, and illustrate some of the general characteristics 
of language acquisition” (ibid.). 
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The source of such errors is not to be found in the learner’s mother tongue, but rather in the 
target language itself.  
 
Such errors are called intralingual errors and are, according to Richards, more than “failures 
to memorize a segment of language, […], occasional lapses in performance due to memory 
limitations, fatigue, and the like” (ibid.); intralingual errors occur due to rule learning and 
can be categorized as over-generalizations, incomplete application of rules, ignorance of 
rules, and failure to memorize a certain rule, thus constructing false hypotheses about the 
target language. 
 
Similar findings are reported by Brown (1980) in his error analysis in the study of learners’ 
interlanguage. He firstly emphasizes the importance of establishing the sources of errors, 
which are, at the same time, also types or categories of errors that do not only occur due to 
the transfer from the mother tongue (interlingual errors of interference from the first 
language), but from various other sources, as well. Brown provides a list of possible sources 
of errors, including the already-mentioned interlingual errors of interference from the 
mother tongue, “intralingual errors within the target language, the sociolinguistic context of 
communication, psycholinguistic or cognitive strategies, and […] affective variables” 
(Brown 1980: 166). 
 
Interlanguage errors are errors of negative transfer, mainly from the native language, 
although it can also be from the learner’s third or fourth language. In his error analysis, J. 
Richards (1971: 10), defines interference as “the use of elements from one language while 
speaking another, and may be found at the level of pronunciation, morphology, syntax, 
vocabulary and meaning”. 
 
The second source and at the same time, a type of errors are those of intralingual transfer. 
Intralingual interference is defined as “the negative transfer of items within the target 
language, or […] the incorrect generalization of rules within the target language […]” 
(Brown 1980: 173), in other terms overgeneralization. 
 
The third source of errors according to H. D. Brown (1980) is the context of learning, which 
is the cause of “induced errors” (Stenson 1971 in Brown 1980: 174). Such errors are 
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produced due to the factors in a classroom situation, whereby “the teacher or the textbook 
can lead the learner to make faulty hypotheses about the language” (ibid.). 
 
The fourth source of errors, according to H. D. Brown’s error analysis, are communication 
strategies, used by the language learner to get a message across more easily or to 
compensate for the lack of knowledge. H. D. Brown provides a list of communication 
strategies, which are, in his perspective, regarded as a source of errors.  
 
The first one mentioned is avoidance, which can be subcategorized further into syntactic or 
lexical avoidance. An example of such semantic avoidance is when the learner avoids a 
specific word or a structure, because he lacks the linguistic means, thus he uses 
paraphrasing or synonyms as tools to get the message across. Another subtype of avoidance 
is phonological avoidance, whereby the learner avoids pronouncing certain difficult sounds.  
Learners sometimes avoid an entire topic (topic avoidance), as they do not feel confident 
enough to carry out a conversation. They may do so by “changing the subject, pretending 
not to understand, […] not responding at all, or noticeably abandoning a message” (ibid.: 
179). 
 
The second communication strategy is the use of prefabricated patterns in the form of rotely 
memorized chunks of language. Language learners memorize such stock phrases because 
they are unable to produce the message from their existing transitional linguistic 
competence. 
 
The third communication strategy is cognitive and personality styles, whereby the language 
learners’ errors can “be traced to sources in certain personal or cognitive idiosyncrasies” 
(ibid.: 180). When language learners find themselves in situations where they cannot 
express a message due to their deficient knowledge, they ask directly a native speaker for 
the correct missing structure. 
 
Last but not least is the strategy of language switch or code switching, whereby the 
language learners use words in their native language if they cannot think of the target 
language structure. Brown focuses mainly on the causes and sources of errors, but also 
progresses from the question why to the question what. He offers the description of errors 
and their categorization. 
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The linguist provides a categorization of errors on three levels: on a global level; on a level 
of linguistic categories; and on a level of the learner’s developmental stage in language 
acquisition. Firstly, on a global level, Brown describes errors as those of addition, omission, 
substitution, and ordering (ibid.: 169). Considering the levels of language, errors can be 
phonological, orthographical, lexical, grammatical and those of discourse. 
 
Lastly, he categorized errors according to the stage the learner is in. He did so on the basis 
of Corder’s errors analysis (1973), distinguishing between presystematic (mistakes), 
systematic, and postsystematic errors. At the stage of presystematic errors, learners cannot 
correct their errors, as they are not aware of them yet. At the systematic stage, learners 
follow a set of internalized rules of their own interlanguage system, thus exhibiting 
consistent, systematic errors, which at this particular stage still cannot be corrected by the 
learners, but they can provide an alternative structure to get the message across. At a 
postsystematic stage, the learners can detect the error, explain it, and correct it.  
 
A similar treatment of errors and their categorization is done by Corder (1986: 36), offering 
a superficial categorization of errors, including errors of omission, where some element is 
omitted when it should be present; errors of addition, where a certain structure is 
superfluous; errors of selection, choosing the wrong structure instead of the correct one; and 
errors of ordering, whereby the elements themselves are appropriately chosen, however, 
they do not follow the correct sequence. 
 
All these types of errors can occur at different linguistic levels; they can manifest at a 
graphological or phonological level, at a grammatical level or at a lexico-semantic level. 
Corder, just like H. D. Brown, emphasizes that the classification of errors on such 
superficial levels is insufficient, yet often the only manner of correcting errors done by the 
language teachers.  
 
Both Corder and Brown highlight the importance of knowing the cause of errors, not only 
being able to recognize them and categorize them at different linguistic levels. Only by 
knowing the sources of errors and what is it that causes them, can a language teacher 
successfully correct them and eliminate them from the learners’ interlanguage.  
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In a more recent study, Italian linguists Cattana and Nesci (2004: 54) emphasize that the 
main objective of error analysis is describing the learners’ interlanguage. They go on, 
highlighting the importance of learners’ spontaneous production in the form of 
argumentative compositions, story-telling, and describing events, which serves the language 
teacher as the material for error analysis, as in activities such as pattern drills, one cannot 
observe the true state of learners’ interlanguage (ibid.). 
 
In a similar manner than the linguists such as Richards, Brown, as well as Corder, Cattana 
and Nesci distinguish between unsystematic production errors – mistakes (errori di 
produzione)7 and systematic errors (errori di apprendimento)8, which are, in contrast to 
mistakes, systematic infringements of the target language code, exhibiting a lack of 
knowledge. 
 
On the basis of linguistic categories, errors can be classified as phonological (pronunciation 
errors), morphological, syntactical, lexical and of discourse, regarding the cohesion and 
coherence of a text. Cattana and Nesci (ibid.: 67) also point out to the components of the 
communicative competence, consisting of linguistic competence, pragmatic competence, 
and sociolinguistic competence, and make a connection to the error analysis. 
 
Both of the linguists point out that there are some errors that do not refer to the learners’ 
linguistic competence, but are indicators of the lack of pragmatic or sociolinguistic 
competence. Therefore, they also distinguish between pragmatic errors, reference 
(contextual) errors, and sociocultural errors. In these cases, respectively, the learners may 
not follow the discourse characteristics of a certain genre, or their utterances do not abide by 
the rules of a certain register; a word may be used inappropriately, ignoring the context; or 
last but not least, an utterance may not fit the social conventions. 
 
Finally, Cattana and Nesci also categorize errors according to a superficial strategy, in 
contrast to the native speaker’s language. Errors of this type are errors of selection, of 
omission, of addition, of ill-formation, and those of ordering (ibid.: 73). Furthermore, in 
their study of learners’ interlanguage and errors, Cattana and Nesci outline also the 
influencing factors that cause them, in other words, their major sources of errors.  
                                                          
7 The translation of the term is my own.  
8 The translation of the term is my own. 
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The first influencing factor or source of errors is the learners’ mother tongue. Such errors 
are interlingual errors of negative transfer, and are said to be one of the most frequently 
made by the language learners (Lado 1975 and Fries 1962 in Cattana and Nesci 2004: 82). 
Therefore, learners of different language groups produce different errors. Cattana and 
Nesci’s error analysis on the basis of research studies done by Banfi (1993), Blasco Ferrer 
(1999), Katerinov (1975) (in Cattana and Nesci 2004: 85) shows some of the most common 
errors ofItalian language learners pertaining to a Slavic linguistic group. According to their 
analysis, Slavic language learners of Italian experience difficulties such as: 
- Uncertainty in using the vowels a/o and i/e. 
- Uncertainty in the use of article: omission, over usage; alternation between definite 
and indefinite article. 
- Omission of the copular verb “be”. 
- Omission of the preposition “a” in the structure “andare + infinito”9 . 
 
Another source of errors can be the influence of the third language (the second foreign 
language). Errors of this type are caused due to the negative transfer from another foreign 
language, causing learners to use a language structure of the third language while 
communicating in the second language. 
 
The next source of errors is the target language itself. Such errors are referred to as 
intralingual errors, including overgeneralization, simplification, overelaboration, and 
communication strategies. The fifth major source of errors can be found in the learners’ 
intrinsic characteristics, their education level, their learning strategies, and finally in the 
learning environment, referring to the teacher, teaching materials, and methodology 
employed by the teacher. 
 
 
4.4. CORRECTING ERRORS 
 
So far, learners’ errors have been discussed in terms of their definition, significance, types, 
and sources that cause them. In this paragraph, errors will be discussed from the teacher’s 
point of view, answering the question what, when, and how to correct learners’ errors. 
                                                          
9 Engl. Verbal phrase »go + infinitive« 
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In general, there are many ways, a teacher can correct learners’ errors and mistakes, 
regardless of correcting a spoken or a written output. One of possible taxonomies of error 
treatment is proposed by K. Bailey (1985 in Brown 1994: 265), including some basic 
methods of correction and the corrective strategies applied in each method. According to 
Bailey’s taxonomy (1985), the teacher can decide: 
a) to treat or to ignore the error; 
b) to treat errors immediately or to delay their treatment; 
c) to transfer treatment by giving a chance to another learner; 
d) to transfer error treatment to another individual, a subgroup, or the whole class; 
e) to return to the learner who produced the error after already treating it, thus giving 
him the chance of self-correction. 
 
These methods are then coupled up with possible corrective strategies, which refers to how 
the teacher signals the error made by the learner. The teacher can: 
a) indicate and express the error directly; 
b) indicate the location of the error; 
c) give an opportunity for a new attempt; 
d) provide a model; 
e) indicate the type of error; 
f) indicate remedy; 
g) indicate improvement; 
h) indicate praise. 
 
Some glottodidactic experts believe that error correction is not useful and that it can even be 
counter-beneficial to the language learners, prompting anxiety, dissatisfaction towards 
learning the target language and inhibiting fluency. On the other hand, error correction does 
prove to be useful, as errors are overt indicators of the learners’ interlanguage, cognitive 
processes, and of their understanding of the language system, thus giving the teacher insight 
into the learners’ state of linguistic knowledge. 
 
Furthermore, error correction is a way of avoiding fossilization, which means that if errors 
do not get corrected, they become a stable part of the learner’s interlanguage system. Thus, 
a language teacher must find a middle way in errors correction, finding the optimal balance 
between negative and positive cognitive feedback (Brown 1994: 263).  
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According to Parrott (1993, in Skela’s teaching material), when giving corrective feedback, 
teachers have to take into consideration the following factors:  
- the learners’ speaking purpose; 
- the type of errors; 
- the learners’ personality; 
- the learners’ ability; 
- the strategy of error correction. 
 
In a more recent study, Cattana and Nesci (2004: 137-139) provide rules for successful error 
correction, which every teacher should follow. According to the authors, error correction 
should not be ambiguous, so that learners know clearly what to correct. Teachers should 
take into consideration the learners’ personalities, thus correcting introvert learners less, 
while those stronger, extrovert learners more. Moreover, error correction should be suitable 
to the learners’ capacity, focusing on the most critical errors. Finally, after the teacher 
marks the learners’ errors, they should correct them through auto-correcting activities or 
rewriting.  
 
Italian linguist, Benucci (2015: 268) also suggests what errors should deserve correction 
and which not. The author claims that occasional, pre-systematic errors should not be 
corrected, whereas systematic errors should be corrected in the form of explanation. Post-
systematic errors that occur due to inattention, tiredness etc., must be corrected, as well. 
According to Benucci (ibid.: 130-131), what to correct also depends on the learners’ age, 
level of competence, syllabus, and the classroom activity.  
 
Error correction varies according to the learners’ level of competence, therefore, the teacher 
should do as little correction as possible in beginners’ levels, whereas at intermediate and 
advanced levels, the error correction should be more rigorous. The reason is that at more 
advanced levels, the objectives exceed the mere ability to communicate, focusing also on 
linguistic accuracy and appropriateness. However, the teacher at the beginners’ levels 
should nevertheless correct more serious errors to avoid fossilization, while at the same time 
minding not to overcorrect as this could lead to learners’ unwillingness to speak due to the 
fear of being wrong.Cattana and Nesci (2004: 132-135) offer a correction strategy 
according to the type of activity. Controlled speaking activities such as pattern drills, 
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dramatizations, and role-taking (i.e. reading dialogues aloud) focus on accuracy and on 
practising specific language structures, therefore, when learners produce errors in such 
activities, the language teacher should correct them instantly.  
 
On the other hand, in autonomous activities that focus more on fluency and on development 
of communicative competence, such as monologues (e.g. oral presentations, story-telling 
etc.), Cattana and Nesci suggest the correction of those errors that hinder communication 
and meaning (i.e. global errors). Moreover, the authors advise to the teachers not to correct 
the local errors, such as some grammatical, or lexical errors that do not obstruct the message 
of the utterance.  
 
However, the teacher can observe the speaking activities, taking notes of errors, but 
addressing them with delay, at the end of the speaking activity or even the next lesson. Such 
delayed correction can be done publically, involving the whole class in the correction 
process; or individually, giving feedback to every learner separately. 
 
In written compositions of descriptive, argumentative or narrative genres, which are used as 
drafts or assisting material in oral presentations, the teacher should correct errors privately, 
with every individual learner, expecting from the learners to correct the indicated errors. 
 
With regard to corrective strategies, authors Cattana and Nesci (2004 in Monami 2015: 
273), categorize five types, i.e. methods, of error correction: 
 
a) correzione comunicativa (communicative correction)10, whereby the teacher points out 
the error that compromise the effectiveness of the message by commenting in terms of 
“Explain yourself better” or “Elaborate on this” etc.; 
b) correzione rilevativa (indicative correction), where the teacher indicates the error 
directly by underlining it in a text, or by using a specific sign that signals what the 
learner has to correct. However, such strategy is done without explaining the error, 
which implies the learners’ capability of self-correction; 
c) correzione risolutiva (interventing correction), whereby the teacher makes overt 
intervention by not only indicating the error, but also writing the correct form beside the 
                                                          
10 The translations of corrective strategies by Cattana and Nesci (2004) that follow are my own.  
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erroneous one. Such corrections are done with learners who are not capable of self-
correction; 
d) correzione classificatoria (classifying correction) is the most time-consuming and 
demanding for a teacher, who has to decide the classification system upon which the 
correction will be based on, e.g. classifying errors according to the linguistic levels: 
orthographic, morphologic, syntactic, lexical, and stylistic. The teacher has to develop a 
system of labels that indicate clearly the type of error. Such error correction requires 
from the learners the ability of correcting those language structures that have already 
been discussed in class and that learners are familiar with. Such corrective strategy 
requires from the learner active participation, it makes them think about the language, 
and last but not least, it leads them to the solution autonomously; 
e) correzione mista (mixed correction) is a mixture of different corrective strategies. The 
application of a specific strategy will vary according to the situation and circumstances. 
Depending on the type of error, on the learner’s level of competence etc., the teacher 
can simply underline the error, or devote more time and effort to the error correction by 
categorizing them using labels.  
 
One of the most important aims in a second language class is achieving communicative 
competence in learners, therefore, the teachers should encourage them to participate as 
actively as possible in the learning process, treating them as active participant. Part of the 
learning process is also correcting errors, which usually falls in the hands of the language 
teacher. 
 
However, in a communicative teaching and learning environment, learners should actively 
participate in error correction, as well. In this light, Boulima (1999) proposes a direct 
intervention from the part of the learners that need to recognize and correct the error 
themselves, of course, still under the guidance of the teacher. 
 
Boulima (in Monami 2015: 275) defines such corrective strategies as self-repair and repair-
initiation, whereby the errors are already indicated and labelled by the teacher, whereas the 
very error correction is left to the learners. This way, the learners are active participants in 
the process, it makes them think about the language, and leads them to autonomy and to 




4.5. COMMUNICATION STRATEGIES 
 
Communication strategies have already been discussed in terms of possible source of errors. 
However, it is sensible to discuss the notion further, as communication strategies are an 
important part of the learners’ communicative competence. Moreover, they are common 
communication tools that language learners use when trying to facilitate their speech 
production, or when they want to compensate for the difficulties they encounter. 
 
Learners use different communication strategies to avoid errors and to cope with factors that 
could potentially hinder speech production. These strategies that language learners employ 
in their speech production are called communication strategies. Thornbury (2005: 29-30) 
defines them as a means to achieve strategic competence, and as very useful tool for the 
learners, allowing them to “achieve a degree of communicative effectiveness beyond their 
immediate linguistic means” (ibid.: 30). He goes on, providing a list of the most frequently 
used communication strategies, such as circumlocution (paraphrasing), word coinage, 
foreignization of a word, approximation, the use of an all-purpose word, language switch, 
paralinguistics (body language), and appeal for help. Furthermore, Thornbury speaks about 
avoidance strategies, where the speakers decide to abandon the message altogether due to 
the gap in their knowledge of the target language.  
 
Bygate (1988) defines communication strategies in two ways: as facilitating devices, which 
facilitate the speech production, and compensating devices, which learners use to correct 
their utterances or to adjust the meaning, thus compensating for the difficulties they are 
faced with. Such devices are self-corrections, false starts, repetition, and rephrasing. The 
employment of communication strategies is especially common in speech production, 
where speakers find themselves under time pressure or even performance anxiety. 
 
One of the facilitating devices that language learners use is simplification, involving 
parataxis. Speakers, especially if those speakers are second language learners, mainly use 
coordinating conjunctions such as “and”, “or”, “but”, or them may leave them out 
altogether. Another way the speakers simplify speech production is avoiding complex noun 
phrases with many pre- and post-modifiers. According to Bygate (1988: 16), speakers tend 
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to use simple noun phrases, adding additional adjectives separately, which results in lower 
density of the spoken language. 
 
The second facilitating device mentioned by Bygate is ellipsis, or the “omission of parts of a 
sentence, like syntactic abbreviation” (ibid.). Moreover, language learners use formulaic 
expressions as a facilitating tool, consisting of idioms and set expressions that allow for a 
better oral fluency. Finally, another way to facilitate speech production are time-creating 
devices, giving speakers time to formulate the message whenever they run out of linguistic 
means. These devices come in the form of fillers, pauses, and hesitations, e.g. “well”, 
“erm”, “you see”, “you know” etc. Both facilitating and compensating devices help the 
learners sound more natural and fluent.  
 
Færch and Kasper (1992) have carried out extensive research into strategies in 
interlanguage communication, highlighting the importance of communication strategies as 
conscious devices used by learners to cope with the difficulties they encounter in 
communication. Færch and Kasper claim that communication strategies are employed 
whenever “the linguistic knowledge is felt to be insufficient by the language user […], or 
because the language user predicts that he will have problems in executing a given plan” 
(Færch and Kasper 1992: 34). 
 
Furthermore, the two linguists argue that learner communication strategies serve as 
indicators of their learning process and of learners’ cognitive behaviour, showing the way 
they learn the second language and how they cope with the problems they are faced with. In 
their extensive study, Færch and Kasper offer a broad definition of communication 
strategies, adopting a psycholinguistic approach, thus placing them within the planning and 
execution phases of speech production model. They describe it as: 
 
potentially conscious plans set up by a language user in order to solve problems in 
communication […], located in the individual language user, who is the person to 
experience the problem and to decide on a strategic plan for its solution.  
(ibid.: 2) 
 
They provide several definitions of the notion, from different perspectives and various 
authors, among those from Corder, who defines communication strategies as a tool “used by 
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a speaker when faced with some difficulty due to his communicative ends outrunning his 
communicative means” (ibid.). According to Corder, in such cases, the language learner can 
either use a message adjustment strategy or a risk avoidance strategy. 
 
As to the causes of the employment of such strategies by the learners, Færch and Kasper 
mention three, which all stem from the language learner himself. Learners use 
communication strategies due to their insufficient knowledge; due to their concerns with 
fluency or accuracy, and lastly due to the difficulty with retrieving the non-automatized 
items or rules from the existing knowledge.  
 
Færch and Kasper provide a broad categorization of communication strategies on the basis 
of learners’ cognitive behaviour when they encounter a difficulty in communication. 
Learners can either choose to eliminate the problem, thus exhibiting avoidance behaviour, 
which governs reduction strategies; or on the basis of achievement behaviour, they can 
employ achievement strategies, meaning they cope with the problem and come up with an 
alternative (ibid.: 36). Learners use reduction strategies to “avoid producing non-fluent or 
incorrect utterances by using insufficiently automatized or hypothetical rule/items” (ibid.: 
38), and rather focus on those structures that they deem stable and automatized. 
 
Færch and Kasper subdivide each category of communication strategies into types. The 
subtype of reduction strategies is avoidance, which can happen on a phonological, 
morphological, syntactical, and lexical level. Thus, the speaker may want to avoid the 
pronunciation of a certain sound, a difficult structure, or an idea, as he lacks the vocabulary 
to express it. Learners may want to avoid an individual element in an utterance, however, 
they may also want to avoid a certain topic, which the learners perceive as problematic, 
lacking the linguistic knowledge to develop a message. 
 
Another reduction strategy is message abandonment, whereby speakers do not proceed with 
communication due to the deficient linguistic knowledge. Another type is semantic 
avoidance, whereby the speaker preserves the topic, but alternates the manner in which the 
message is formulated. 
 
The second major category of communication strategies are achievement strategies. In this 
case, learners attempt to “solve problems in communication by expanding his 
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communicative resources” (Corder in Færch and Kasper 1992: 45). Subtypes of 
achievement strategies are named compensatory strategies, including code switching; 
interlingual transfer by means of foreignization of a word or borrowing from the mother 
tongue; paraphrasing; generalization; word coinage; restructuring; circumlocution 
(paraphrasing); cooperative strategies (appealing for assistance); and non-linguistic 






5. THE LEARNING ENVIRONMENT 
 
 
It has already been highlighted that in the process of developing spoken production, there 
are three major factors that require adequate consideration. Those three crucial factors that 
are involved in the development of spoken production include the second language learners, 
the second language teacher, and finally the didactic material and activities that foster oral 
production skill. 
 
So far, the first two influencing factors, i.e. the language learners and the teacher, have 
already been discussed, answering the questions what should speakers know and what do 
they do when it comes to oral production, and what is the teacher’s role in the process.  
The last question that needs answering regards the teaching situation, namely what activities 
and materials should language teachers include in the curriculum to stimulate oral 




5.1. CLASSROOM ACTIVITIES THAT FOSTER THE 
DEVELOPMENT OF ORAL PRODUCTION  
 
In his book on speaking, Thornbury (2005) proposes three main categories of activities that 
promote the development of oral production. They are based on three stages that language 
learners need to go through in the learning process. The three stages and the activities that 
follow, proposed by Thornbury are a conglomeration of three theories of learning, relevant 
to the development of speaking; behaviourist, cognitivist, and sociocultural theory. 
 
The behaviourist theory regards language learning as a development of automatic language 
habits, which are reinforced through repetition. This manifests in a classroom situation as a 
process of presentation (modelling), practice, and production (the PPP-model). 
 
In a cognitivist theory, the speaking skill is treated as a process that advances from 
awareness-raising, through proceduralization, to autonomy. In the sociocultural theory, 
language learning is positioned into its social context. The first stage, according to this 
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theory, is other-regulation and assistance from the teacher providing a “supportive 
framework within which the learners can extend their present competence” (Thornbury 
2005: 38). 
 
After the learners have appropriated this new knowledge, they can use it without any 
assistance, thus being subject to self-regulation. According to Thornbury, in order to 
activate the knowledge that speakers have and gain through language teaching, and make it 
functionally available, language learners have to go through three stages in the learning 
process: 
a) learners “need to be made aware of features of the target knowledge-base, 
b) they need to integrate these features into their existing knowledge-base, and [lastly], 
c) they need to develop the capacity to mobilize these features under real-time 
conditions” (ibid.: 37).  
 
These three learning stages are manifested through awareness-raising activities, 
appropriation activities, and autonomous activities. 
 
5.1.1. Awareness raising activities  
 
Such activities help learners become aware of the features of the target language, which in 
turn enables them to discover the deficiencies in their existing knowledge. Thornbury 
emphasizes the importance of learners’ role as active agents in the learning process, 
whereby they actively participate rather than passively receive the linguistic knowledge 
given by the teacher. 
 
The teacher’s role in this case is “to guide the process and provide support and feedback 
where necessary” (ibid.: 41). According to the behaviourist definition of awareness, the 
notion consists of three processes: attention, noticing, and understanding (ibid.). 
 
Therefore, in the awareness-raising process, learners need to pay attention in order to notice 
the features of the target language. It is at this point of the learning process that teachers 
should motivate the learners in order to get them interested and involved in the topic. Only 
after being motivated and attentive to the new linguistic structures can learners notice them. 
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The last step in the awareness-raising process is understanding, whereby the learners 
recognize the rule or the structure, integrating it into their knowledge. Teachers can raise 
learners’ awareness about features of speaking by using different activities that aim to 
create awareness-raising conditions.  
 
The first type of awareness-raising activities is using recordings and transcripts, which 
however, may not be the most optimal source of spoken language, as they are pre-scripted 
and performed by actors. Recordings and transcripts found in coursebooks often omit 
performance features of naturally occurring spoken language such as pause fillers, back-
tracking, ellipsis, and repair, thus lacking authenticity. Although pre-scripted recordings 
lack authenticity of real-life speech, they have advantages, as well, especially for teachers 
who can use the scripts as teaching materials. 
 
On the other spectrum is media material, such as radio or TV talk shows, news broadcasts, 
and reality shows, although, Thornbury points out the difficulty of finding appropriate 
material for the teaching context, as those kind of recordings normally include a plethora of 
colloquial and idiomatic expressions, which may not be intelligible for most of the second 
language learners. 
 
To find a middle ground between unscripted, rough and very authentic recordings, and 
those scripted that can be found in coursebooks, Thornbury suggests the use of materials 
such as soap operas and films that, albeit rehearsed and scripted, still manage to exhibit 
features of spoken language that the language speakers can understand. 
 
Teachers can use recordings and transcripts to introduce the topic and the context of the 
speaking activity and to pre-teach some key vocabulary, which in turn helps the learners 
activate their background knowledge. The learners can brainstorm about the topic, making a 
mind-map, which “both situates them, mentally, in terms of the topic and is a way of 
dealing with unfamiliar vocabulary items that are likely to occur” (Thornbury 2005: 47). 
 
The teacher can also use recordings and transcripts to elicit a response from the learners, 
which raises their awareness of typical features of spoken language even further. At this 
stage, learners have to either check gist, details, or register in the recording or transcript; 
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they have to read the transcript while listening to the recording; they have the opportunity to 
resolve any doubts they have about the vocabulary in the recording. 
 
Thornbury makes a detailed list of how language learners can be made aware of the 
linguistic features of the spoken language. He suggests that the awareness-raising can be 
done by identifying the structures; counting their frequency in the recording or transcript; 
classifying discourse markers; matching idiomatic expressions to their meanings; 
connecting; comparing and contrasting. Thornbury emphasizes the importance of 
sensitizing the learners to the features of the speech genre that later on in the process have 
to produce on their own.  
 
Teachers can use recordings and transcripts of a particular speech genre (e.g. formal 
presentations, debate, argumentation, story-telling etc.) to present to the learners its macro-
structure, i.e. the constituent parts of the genre. Moreover, Thornbury provides some 
additional guidelines for language teachers who should use recordings or transcripts to 
focus the learners’ attention on: 
- sociocultural rules, 
- topic shift, 
- performance effects (e.g. pause fillers, repairs, production strategies etc.), 
- communication strategies, 
- speech acts, 
- discourse markers, 
- features of spoken grammar (e.g. ellipsis, heads, tails, repetitions etc.), 
- vocabulary, 
- lexical chunks (e.g. collocations, idioms, word pairs, phrasal verbs, catchphrases 
etc.), 
- prosodic features (e.g. intonation, pace, stress). 
(adapted from Thornbury 2005: 49-55) 
 
The second way of raising learners’ awareness is live listening. Learners can benefit from 
listening to the teacher or a guest speaker more than they would from listening a recording. 
Live listening has many advantages, such as better audibility, support of paralinguistics (e.g. 
gesture, facial expressions); finally, it is more motivating for the learners, as they can 
participate in the interaction with the speaker who is physically present.  
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Last but not least, learners can compare their own output with the one of others, i.e. of a 
skilled language user. Activities that raise the awareness of the difference between the 
learner’s current competence and the target competence are called noticing-the-gap 
activities. 
 
These activities are based on the task-based approach, where the learners first perform a 
task in a given context by using their own linguistic means. Afterwards, they listen to the 
recording of a certain speech genre, read and study the transcript, and are asked to notice its 
features, before they can re-perform the task. 
 
Other noticing-the-gap activities are reformulating, transcribing and minuting the learners’ 
output. On the basis of studies, he mentions in his book Teaching Speaking, Thornbury 
(2005) makes the point that there is a considerable progress in the fluency and accuracy of 
the output, produced by those learners who were subject to the processes of either 
reformulating, transcribing, or minuting.  
 
5.1.2. Appropriation activities  
 
In the appropriation phase, the learners integrate the newly acquired knowledge into their 
knowledge-base, so it can later be used independently. Through appropriation activities, 
learners practise control over their speaking skills, which provides them a supportive system 
to develop the skill even further and to gain the control of the speaking skill. Thornbury 
(2005: 63-88) categorizes appropriation activities in terms of: 
a) repeating a model by drilling and chants; 
b) writing tasks; 
c) reading a text aloud; 
d) assisted performance and scaffolding provided by the teacher; 
e) memorizing and rehearsing dialogues; 
f) communicative tasks; 
g) repeating a certain task 
 
To tackle the appropriation activities in more detail, especially in regard of how these 
activities benefit language learners and how teachers apply them, some of the 
abovementioned categories will be discussed further. 
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5.1.2.1. Appropriation activity: repeating a model by drilling and chants  
 
According to Thornbury, drilling proves to be “a useful noticing technique, since it draws 
attention to material that learners might not otherwise have registered” (Thornbury 2005: 
64). It is the teacher’s role to isolate certain structures they want the learners to repeat and 
later appropriate by storing them in their long-term memory. Another positive aspect of 
using drills as an appropriation activity is that it ensures “articulatory control over 
language” (ibid.) 
 
Last but not least, drilling also improves spoken fluency in learners, as by repeating specific 
structures, learners memorize those chunks of speech, using them as scaffolding, which in 
turn allows for a better fluency. Furthermore, Thornbury (ibid.) argues that drilling is a 
fluency-enhancing technique, as it provides means to store, as well as retrieve the language 
chunks in the form of units.  
 
5.1.2.2. Appropriation activity: writing tasks 
 
Writing tasks also play an important role in the development of speaking. In fact, writing is 
a useful means of appropriating the spoken language, especially “as an initial stage in the 
appropriation of newly encountered language” (ibid.: 67). Writing is different from 
speaking in that it allows learners to process the language by giving them more time to think 
about what they want to say (or write) and how they want to do it. Therefore, the learners 
can use more complex language structures, instead of using the habitual, narrow repertoire 
of language chunks they normally use in real-time speaking. 
 
Writing can be done in the form of dictation, paper conversations, computer-mediated chat, 
and rewriting. The teacher’s role in writing activities is to monitor the learners’ written 
work and to provide corrections, improvements, and models, either of their own, or those 
that can be found in coursebooks. After the editing by the teacher is done, learners can 
rehearse the written texts and perform them in class as a speaking activity.  
 
The step between writing and speaking is reading aloud from a text, which can be 
incorporated into teaching as an appropriation activity. Reading aloud is a useful technique 
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in the appropriation of spoken language, as it provides a scaffold, or a “secure framework 
within which learners can focus on lower-level features of talk” (Thornbury 2005: 70). 
 
The suprasegmental features of speech such as pronunciation, intonation, pauses, sound-
chunks and rhythm, are vital factors when it comes to fluency of spoken language. Learners 
can appropriate these features by reading aloud from a text. After the written texts are read 
aloud and rehearsed, taking into consideration of all the features of speech in order to sound 
fluent, learners can memorize them and hold a speech in front of the rest of the class. The 
teacher’s role is to provide learners with adequate reading texts and enough practise, and 
finally, to help them “understand that clear speech and easy listening both rely on effective 
lexical chunking” (ibid.: 71). 
 
Another appropriation activity suggested by Thornbury is assisted performance and 
scaffolding by the teacher, whose role is similar to that of the consultant, assisting the 
learners and providing them linguistic support. Teacher’s assistance can come in the form of 
translating or reformulating the learners’ meanings.  
 
5.1.2.3. Appropriation activity: communicative tasks  
 
Teachers in the learning process can improve learners’ oral fluency by using communicative 
tasks, which prepare them for communication in real life. Thornbury also encourages the 
use of such tasks, as they “encourage the automatisation of language knowledge” (ibid.: 79), 
and create the need and motivation to communicate in the first place. 
 
Harmer (1991, in Skela’s teaching materials11) provides criteria for evaluating 
communicative activities, thus, according to the author, an activity is communicative if it 
includes communicative purpose; communicative desire; focus on content and not form; 
variety of language; no teacher intervention; and no materials control. Communicative 
activities that foster the appropriation of spoken language involve the information gap 
activities; jigsaw activities; surveys; blocking and guessing games.  
 
Appropriation activities such as drilling, writing, reading aloud etc., foster the development 
of spoken production, as by means of these, learners achieve greater control over speaking 
                                                          
11 The bibliographical source for Skela’s teaching material is found in 10. References.  
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and gain a degree of independency by appropriating language structures into their schemata. 
Despite the benefits of such activities, teacher scaffolding needs to be lessened at some 
point in the teaching process in order to achieve learners’ autonomy in speaking. 
 
5.1.3. Autonomous activities  
 
When learners incorporate the newly acquired structures into their knowledge-base, they 
make them automatic, thus gaining automaticity, which allows for autonomy. As defined by 
Thornbury, automaticity is “the capacity to self-regulate performance as a consequence of 
gaining control over skills that were formerly other-regulated” (Thornbury 2005: 90). The 
speaking activities that foster autonomy in the learners are those that are not fully controlled 
by the teacher, thus allowing some degree of creativity and risk-taking. In order to develop 
autonomy in learners as speakers, speaking activities should be: 
- language productive, encouraging learners to speak as much as possible; 
- purposeful, exhibiting clear outcome and aim; 
- interactive, taking into consideration the audience; 
- challenging, so that learners use whatever linguistic competence they have to 
achieve the outcome; 
- safe, which should be provided by a supportive classroom dynamic, and a positive 
and tolerant approach to errors; 
- authentic, thus relating to real life situations of the learners and considering their 
needs and interests, under “real operating conditions, e.g. spontaneously, unassisted, 
with minimal preparation, and making do with their existing resources”  
- (ibid.: 91).  
 
Classroom speaking activities, which demand autonomy on the part of the learners and 
which bring maximum results in terms of achieving oral fluency are presentations and talks, 
such as academic presentations. The teacher can assist the learners with the preparation of 
presentations by providing them with adequate material, including features of such genre 
and specific language structures, thus creating a coherent and cohesive oral output. 
 
Another activity that fosters autonomous speaking is telling stories, jokes, and anecdotes. 
Again, the teacher can serve as a guide, providing learners with didactic material that 
facilitates the production of a narrative. Other activities demanding autonomy and self-
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regulation from the learners are drama activities, role-plays, simulations, conversation and 
chat; discussions and debates on a topic, which is especially stimulating for learners and 




5.2. TEACHING METHODS AND THE TEACHER’S ROLE  
 
In order to help the learners in expressing their opinions in a discussion or debate, the 
teacher has to provide them with “with a repertoire of expressions for voicing strong 
agreement, strong disagreement, and all the shades of opinion in between” (Thornbury 
2005: 105). As already emphasized, speaking is a complex process, especially when it 
comes to producing long transactional turns. Therefore, classroom activities that help 
learners develop speaking are of great importance. Brown and Yule highlight that in order 
to produce long turn, (e.g. monologic presentations, speeches, narrations etc.), teachers need 
to provide the learners with “adequate models, adequate practice and feedback” (Brown and 
Yule 1994: 19).  
 
Furthermore, they point out the importance of producing long turns of speech (e.g. 
presentations, story-telling etc.) instead of short chunks (e.g. answering questions), as the 
former “will give the students experience in being in charge in the speech situation and 
responsible for effective communication taking place” (ibid.: 118). 
 
Ur (1996 in Skela 1999: 104) suggests some features of successful classroom speaking 
activities, which should especially be taken into consideration by the language teachers 
when developing speaking activities and then implementing them in the curriculum. A 
successful speaking activity: 
- focuses on student talking time; 
- provides equal participation for all learners, including the quiet ones; 
- is highly intrinsically motivating for the students; 
- includes language that correspond to the learners’ linguistic knowledge.  
 
Despite careful planning of the speaking activities done by the teacher, it still occurs that 
learners avoid taking part in speaking activities, which is due to learners’ inhibitions and 
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affective factors, originating mainly in their fear of producing erroneous utterances and 
being negatively evaluated. 
 
Moreover, the learners’ avoidance of participating in oral activities can stem from 
performance anxiety, lack of learning motivation, learners’ innate personality characteristics 
(e.g. introvert students), as well as from the lack of skill and knowledge, be it linguistic or 
general knowledge on the given topic of discussion. According to Skela (ibid.: 105), the 
teacher can try to solve these issues by teaching speaking systematically, from controlled 
practice to using the language autonomously. 
 
Such systematic approach to speaking activities consists of pre-speaking tasks, while-
speaking tasks, and post-speaking tasks. Pre-speaking tasks include introducing the topic by 
motivating the learners and activating their schemata. While-speaking tasks include non-
controlled practice, using the given material on the topic. At this stage, it is the teacher’s 
role to direct the learners to the topic and to create a context by providing them with 
relevant lexical and grammatical structures. The post-speaking tasks can be given 
immediately, as follow-up activities, or postponed to later sessions. 
 
Skela (2005: 104-105) proposes some more strategies as to how the teacher can resolve 
students’ low participation in speaking activities. The teacher can introduce group work, or 
even more efficient pair work to get learners talking. This form of teaching and learning 
allows for more student talking time, lowers stress and performance anxiety, providing a 
more natural setting for the learners, given that they feel more relaxed when talking to a 
peer. 
 
Furthermore, Skela (ibid.) also suggests that the teacher designs activities which are in the 
scope of learners’ linguistic knowledge, giving learners confidence to participate, as they 
feel they are able to do so by using whatever linguistic knowledge and skills at their 
disposal. To increase learners’ motivation, the teacher should bear in mind the learners’ 
needs and interests and design activities on the basis of those. 
 
Last but not least, the teacher should provide learners with some models of speaking or with 
some key vocabulary, as this way, the learners will have a clear idea what is expected from 
them, thus producing a somewhat coherent and cohesive units of speech.  
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In a more recent study, Ortiz and Cuéllar cite Hedge (2002), who claims that the teacher 
should encourage confidence in the learners “by using meaningful activities to create a 
positive atmosphere in the classroom” (Ortiz and Cuéllar 2018: 53). Besides creating a 
positive, accepting and non-judgemental learning environment, language teachers should 
also employ pair or group work to develop fluency and to ensure learners’ active 
participation. 
 
Moreover, in order to create an engaging learning atmosphere, Willis (1996 in ibid.: 54) 
suggests using tasks to develop speaking, claiming that those provide meaningful learning 
context, with a communicative purpose. Therefore, when designing teaching materials, 
language teachers should bear in mind the use of tasks, which engage learners in a 
communicative activity focusing on the meaning, rather than on the form. Additionally, 
classroom activities should be authentic, including and providing a “genuine purpose, real 
world purpose, classroom interaction, and learner’s engagement” (ibid.).  
 
5.2.1. A Teaching-Speaking Model  
 
In another recent paper on teaching speaking in a language classroom by Anne Burns 
(2013), the author highlights the teacher’s role in the language classroom teaching process, 
arguing that speaking lessons need to be “conceptualised as structured and supported 
learning opportunities for developing […] various components of speaking competence” 
(Burns 2013: 168). 
 
In the light of the theory that the teachers should guide the learners systematically through 
speaking activities, helping them to become autonomous speakers, the author Burns, 
together with her colleague Goh, present a teaching-speaking model, consisting of seven 
stages the teacher goes through with their learners. 
 
a) The first stage coincides with the three-stage process proposed by Thornbury (i.e. 
awareness-raising). It could be referred to as awareness-raising stage, as it aims at 
focusing learners’ attention on speaking and raising their awareness. At this stage, it is 
the teacher’s role to give learners prompts to prepare them for the speaking task, to give 
them directions as to how to approach such a task and to get them thinking about the 
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process. Teachers should familiarise their learners with the outcomes of the speaking 
task. 
 
b) At the second stage of the cycle teachers should provide adequate input and scaffolding 
in the form of introducing new language and activating the already existing one. 
 
c) The third stage focuses on developing fluency. Hereby, teachers should “provide 
learners with a context where they can practice speaking through a communicative task” 
encouraging their learners to use whatever linguistic means they have on disposal (ibid.: 
174). 
 
d) At the stage four, teachers should focus attention on accuracy, e.g. language structures 
(e.g. pronunciation and grammar), skills and strategies, as well as text structures, i.e. 
genre and genre structures. 
 
e) Stage five focuses on repeating the task from stage three, whereas now, the learners 
have the linguistic knowledge from stage four, which means they can upgrade and 
enhance their output. 
 
f) Stage six includes learners’ reflection on learning, which can be done individually, in 
groups, or as a pair work. Learners reflect on what they have learnt and how to improve 
their speaking. 
 
g) The final stage of the cycle is aimed at feedback and corrections, whereby the teacher, 
based on the observations during the speaking task, comments on learners’ performance 
and provides them with adequate feedback. This feedback can come in the form of 
teachers’ comments, assessment sheets, grading scales, or error correction.  
 
Thornbury emphasizes that speaking should not be considered nor taught as a separate 
language skill, but integrated and practised with the others, e.g. listening, reading, and 
writing, thus following a communicative approach, whereby the communicative 
competence, which is the main objective, involves the mastering of all four language skills. 
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Besides the integrated skills approach to be applied in teaching speaking, the author also 
suggests a task-based approach, whereby the learners first perform a task and only 
afterwards focus on the observation of linguistic components of the task. 
 
To the integrated skills and task-based approach, Thornbury adds a genre-based approach, 
which focuses on the development of speech (or text) genres, by providing learners with the 
socio-cultural context of a certain genre, presentation and analysis of a speech (text) model 
that learners study and later recreate.  
 
 
5.3. FLIPPED LEARNING CLASSROOM 
 
In order for the learners to achieve communicative competence, which is the ultimate goal 
in a communicative teaching course, and to become autonomous language users, they must 
actively participate in the teaching-learning process. Therefore, a language classroom 
should be both communicative-based and learner-centred. 
 
An approach or a teaching model that encompasses those two features is flipped learning, 
also inverted learning, shifting the teaching paradigm away from teacher-centred 
instruction. A detailed and carefully elaborated definition of the concept is provided by J. 
Bergmann and A. Sams (2014) in their book on flipped learning paradigm, Flipped 
Learning: Gateway to Student Engagement. 
 
Flipped learning is a pedagogical approach in which direct instruction moves from the group 
learning space to the individual learning space, and the resulting group space is transformed 
into a dynamic, interactive learning environment where the educator guides students as they 
apply concepts and engage creatively in the subject matter. 
(Bergmann and Sams 2014: 6) 
 
In a classroom following the flipped pedagogical model, the teacher delivers direct 
instruction individually, outside the classroom, whereby the learners study the teaching 
material at home, coming to the lessons prepared and ready for deeper discussion of the 
topic, as well as dynamic group work, and scaffolding provided by the teacher. 
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As stated by Filiz and Kurt, the main objective of the flipped learning approach is “to carry 
over the time spent for lecturing in the classroom in order to make this time available for in-
class activities” (Filiz and Kurt 2015: 217). 
 
Han (2015) discusses the proceedings and the working components behind the flipped 
learning model, using Strayer’s theoretical frame of the flipped classroom (2007), who 
argues for “extensive use of educational technology outside of class and active learning 
during class time” (in Han 2015: 100). On the basis of Strayer’s framework, Han claims that 
in a flipped learning environment: 
 
[…] students are provided with out-of-class instructional materials electronically and are 
expected to read, study, and review them independently. They spend in-class hours 
practicing and mastering the learning objectives. In this way, a flipped classroom can 
provide extensive and intensive language input to students, while [they] study materials at 
their own pace. (ibid.), 
 
Bergmann and Sams claim that such approach “frees up the face-to-face time for richer, 
more meaningful learning experiences for students” (ibid.) and that each teacher can adapt 
the model to their teaching style, circumstances, methods, and their learners’ needs. 
 
In his research on the flipped learning, J. Mehring (2016) provides some advantages and 
positive outcomes of flipped learning model: 
- dynamic and engaging teacher-learner interactions; 
- more time to clear any uncertainties on the part of the learners; 
- immediate and effective teacher feedback; 
- better opportunities for learners to use the target language communicatively; 
- increased learners’ engagement in classroom activities; 
- higher satisfaction in class accounted by the learners and the teacher; 
- positive and supportive classroom atmosphere; 
- lower levels of stress and anxiety accounted by the learners; 
- enhanced mastery of the learning content; 
- enhanced retention of information; 
- higher level of student interaction. 
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Furthermore, J. Mehring emphasizes that learners in a flipped learning environment “may 
develop greater ownership of their learning, collaborative skills needed for a participatory 
culture, and more opportunities to interact with the instructor and classmates in the target 
language” (Mehring 2016: 6).  
 
In a similar, yet more recent study, Chuang, Weng, and Chen (2018) report additional 
benefits of flipped learning implementation into the curriculum, whereby flipped learning 
model: 
- facilitates learners’ active learning; 
- engages learners actively in the learning process; 
- prepares learners to be able to participate in interactive and high-order classroom 
activities and meaningful and collaborative tasks; 
- allows learners to process the learning materials at their own pace and at any time; 
- fosters learners’ high-order thinking skills; 
 
5.3.1. Disadvantages of Flipped Learning  
 
On the other hand, the authors provide some negative aspects of flipped learning. They 
point out that some learners with low self-regulation and discipline might come to the 
lessons unprepared, as they have not reviewed the learning material at home, thus without 
prior knowledge of the topic, they will not be able to participate in any of the classroom 
activities, making the teacher’s work nearly impossible. Another disadvantage of flipped 
learning proposed by the authors is the possible work overload for the learners, who “must 
devote extensive time to such self-study […]” (Chuang et al. 2018: 58).  
 
A study by Schmidt and Ralph (2016) offers further insight into the outcomes of flipped 
learning on the basis of several other studies done on the topic of flipped learning 
classrooms and how this model of teaching affects the learning situation. The authors 
mention some negative aspects of flipped learning based on research done by Neilsen 
(2012), which teachers should be especially aware of: 
- some learners might not have access to technology at home; 
- learners are overwhelmed with the self-study they have to do with flipped learning: 
either they lack time, self-discipline, or the knowledge. 
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5.3.2. Advantages of Flipped Learning 
 
On the other hand, they offer advantages to flipped learning on the basis of Millard’s 
research (2012), who found 5 reasons why the flipped learning model works. It “increases 
student engagement; strengthens team-based skills; offers personalized student guidance; 
focuses classroom discussion; and provides faculty freedom” (Schmidt and Ralph 2016: 3). 
 
Last but not least, Wen (2008) refers to flipped learning as the “Output-driven/Input-
enabled” model, and emphasizes the important role of the teacher as a facilitator and a 
guide, who has the role of: 
- designing authentic output tasks that meet and improve the learner’s proficiency 
level, 
- providing appropriate task-based inputs to enhance learner intake, 
- providing appropriate output assistance to improve learner ability, and  
- offering targeted feedback rather than general suggestions  






6. DESIGN AND METHODOLOGY 
 
 
6.1. RESEARCH PRESENTATION 
 
In this chapter, I will outline my qualitative, action research study on the development of 
spoken production at B1 level in Italian and English as foreign languages. The main 
impetus behind this MA thesis is the overall poor speaking competence of language 
learners, especially in Italian language classrooms, be it in secondary school environment, 
or at the level of university students of the Italian language. 
 
The outset of this MA thesis is the fact that many language learners stay exactly that: 
merely learners, whereas they should evolve into language users. Thus, the main underlying 
rationale addressed by this MA thesis is the fact that while many learners have the language 
knowledge to communicate, they are still unable to use that knowledge actively in real-life 
communication, for communicative purposes. 
 
Therefore, the main purpose of this MA thesis was to examine the process of developing 
spoken production at B1 level in Italian and English as foreign languages using a flipped 
learning model, and, more precisely, to investigate the effects of three major variables that 
influence the development of spoken production in a language classroom environment, 
namely the learners, the materials and the activities used, and lastly the language teacher’s 
role and his/her teaching methods. 
 
Most of all, we wanted to find out how the scaffolding materials in a flipped classroom 
foster the development of spoken production at B1 level learners. Furthermore, we were 
interested in finding out if the language learners benefit from such supporting learning 
material, as well as in discovering what kind of knowledge language learners need to be 
able to speak in a foreign language. 
 
Finally, we wanted to find out whether there were any differences in performance and in 
achieving academic success between learners who had some previous language knowledge 
and those that were complete beginners.  
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The present MA thesis followed the action research model, as the research was carried out 
in a language classroom, by the teacher (or teachers) who was (were) also the researcher(s). 
This particular MA thesis research was designed and carried out by three student-teachers 
(students-researchers), as this was set out as a joint research study of the teaching of Italian 
as FL. Our research study consisted of five major steps: 
 
1) designing the learning material; 
2) implementing the designed material in a flipped classroom; 
3) correcting the learners’ texts (drafts for oral presentations) three times with different 
type of corrective feedback; 
4) observing the learners’ oral presentations; 
5) analysing the learners’ errors, distinguishing between those that were made in 
written texts (drafts) and those made during their oral presentations.  
 
In this methodology chapter I will present in more detail: 
- the research questions;  
- the research methods applied in the study;  
- the subjects who participated; 
- the research procedure in detail;  
- the data analysis and findings. 
 
 
6.2. RESEARCH QUESTIONS  
 
The research study was designed in five parts, concerning the three decisive factors in the 
development of spoken production: the learners, the learning material and the language 
teacher. The research questions set in this Ma thesis were thus made on the basis of the 
overall research procedure, therefore, they stem from (a) literature review; (b) material 
design and classroom activities, in particular flipped learning; and (c) an analysis of 
learners’ errors in written drafts used for oral presentations, and were as follows:  
 
1. What kind of knowledge do speakers need to be able to speak in a foreign language 
in order to present the narrative-descriptive and argumentative types of texts at B1 
level?  
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- How should teachers foster the development of spoken production in 
language classrooms? 
2. What is the role of supporting learning material in the development of speaking 
competence of the language learners with the narrative-descriptive and 
argumentative types of texts at B1 level?  
- How does using flipped learning as a teaching method improve learners’ 
productive skills and speaking competence? 
3. How does previous language knowledge influence the successful development of 
written drafts, hence also spoken production? 
- What kind of errors are most common among language learners when 
preparing written drafts for oral presentations of narrative-descriptive and 
argumentative types of texts at B1 level?  




4.1. RESEARCH METHODOLOGY 
 
4.1.1. RESEARCH METHODS 
 
As already stated above, our research study follows the action research approach, as it was 
applied in the language classroom, designed and carried out by the teacher-researcher, who 
at the end of the whole process also evaluated and analysed the learners’ products.  
 
Kemmis and McTaggart (1985 in Ortiz and Cuéllar 2018) define action research model in 
terms of four composing elements: planning, action, observation and reflection. All of these 
four elements were implemented in our research study, as well.  
- First of all, we planned the research by designing the learning and supporting 
materials for the learners (participants in the study). 
- Secondly, the action part of the research was done by using the designed materials 
aimed at developing spoken production.  
- Moreover, our action part also consists of correcting the learners’ drafts (written text 
versions of oral presentations).  
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- After the correction process was over, we observed the learners’ planned and 
corrected oral presentations, simultaneously taking notes of learners’ errors and 
evaluating them at the end.  
- The last step in the process of this research study was error analysis both at the 
planning stage of the speaking process (texts / drafts) and at the execution stage (oral 
presentations).  
 
In order to answer the research questions, we used different methods and instruments. 
Qualitative research method was used in this action research study to collect the research 
data, i.e. correcting the written drafts and observing oral presentations.  
 
Research question 1 is twofold and it was examined by reviewing and studying the 
literature on developing the speaking skill, thus finding out what various authors claim 
about the knowledge that language learners need to be able to produce speech. The second 
part of Research question 1 concerns the teacher’s role in the process of developing spoken 
production, answering the question how should teachers foster the development of spoken 
production in a language classroom. 
 
Research question 2 is twofold, as well. The first part aims to discover the role that the 
learning materials have in the process of developing language learners’ speaking 
competence. I examined Research question 2 by carefully designing the learning materials 
that would later be used in the classroom, which followed the flipped learning model, 
whereby the learners received the learning materials prior to the language class. They did 
most of the work at home, independently, coming to class prepared to discuss the topic 
studied at home and making the most of the classroom time by communicating with peers 
or with the language teacher. In the learning materials design, I used activities found in the 
various coursebooks for learning Italian as a foreign language at B1 level, as well as A2 
level, as I deemed some of the activities in B1 level coursebooks too demanding for the 
learners in our study. I made a selection of activities from the following coursebooks: 
Universitalia 1; Nuovo Contatto B1; Amici d’Italia 3; Nuovo Contatto A2; Nuovo Espresso 
2, and the EFL12 coursebook New Headway Intermediate. The second part of the research 
question aims to discover how flipped learning improves learners’ productive skills and 
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speaking competence. This was examined by reviewing the literature on flipped learning as 
a teaching method and by observing the classroom activities.  
 
Research question 3 is concerned with the influence of learners’ previous knowledge on 
the successful development of their written drafts, consequently also on their oral 
performance. Thus, it also compares the errors made by those with previous knowledge of 
Italian to the errors made by those without any previous language knowledge.  
 
Research question 4 is also concerned with learners’ errors, looking at how error 
correction of written drafts improve the learners’ fluency in their oral performances.  
 
Research questions 1 and 2 focus on the process of developing spoken production in 
language classrooms, and on the knowledge the learners should have to produce spoken 
discourse; whereas research questions 3 and 4 concern the error analysis.  
 
The main research methods used in this study were action-research by implementing the 
learning materials into the flipped classroom; error correction, observations of oral 
presentations and comparative error analysis. The instruments used in the study were the 
learning materials, learners’ written drafts used for oral presentations, and field notes (i.e. 
writing down the learners’ errors), although analytical comparison between errors made in 
the written drafts and those made in the oral presentations was not done, as such error 
analysis was not the focus of this Ma thesis.  
 
4.1.2. RESEARCH CONTEXT AND SUBJECTS 
 
4.1.2.1. Teaching context 
 
The entire process of this MA thesis was carried out between October 2018 and April 2019. 
First of all, we designed the learning materials according to the flipped learning method, 
using several coursebooks as sources of activities and text models. The second part of the 
process (the implementation of the designed material, which was used to scaffold the 
students and to help them prepare for their oral presentations).  
 
The last part (the observation of the oral presentations) was carried out during a two-hours 
session of the university course Italian Language in Use 1 (“Lektorske vaje 1”), which is 
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one of the subjects in the first year university programme of Italian language and literature 
at the Faculty of Arts of University of Ljubljana, aimed mostly at developing students’ 
communicative competence, which makes this learning environment suitable for the 
research purposes of this MA thesis.  
 
4.1.2.2. Research Subjects 
 
This course was chosen due to its convenience in regards to availability of the students and 
our schedule. The participants in this study were first year students of the undergraduate 
programme Italian language and Literature, at the faculty of Arts of University of Ljubljana, 
in the academic year 2018/2019, which places them somewhere between A2 and B1 level, 
according to the CEFR’s common reference levels13. 
 
However, at this point, it is sensible to mention the fact that some students had some prior 
knowledge of Italian language, placing them already at B1 productive level, while many 
others were almost complete beginners, starting from A1 level, or false beginners. Initially, 
a total of 27 undergraduate students of Italian language and literature were enrolled in this 
course, however, nine students were selected as research subjects in the present MA thesis. 
The participants were mostly females (only seven out of 27 were male students), between 
the ages of 19 and 20.  
 
4.1.2.3. The Empirical Part of the Research 
 
The research study began in late December 2018, or in the beginning of January 2019, when 
the students received the flipped learning materials, which they had to study and review 
individually, at home and do the activities included the material that were connected to the 
topic. This way, we familiarised them with the topic and text genres (i.e. narrative-
descriptive and argumentative texts), as well as provided them with language input, e.g., the 
vocabulary, useful phrases and expressions for structuring different text (speech) genres, 
etc. 
 
In January 2019, the implementation sessions took place, whereby the students came 
prepared to the sessions and were able to actively participate in the dynamic and interactive 
                                                          
13 Cf. Chapter 2.2.3. Communicative Competence as Defined by the Common European Framework of 
Reference for Languages (2018). 
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learning environment. As a follow-up activity to this flipped learning sessions, students had 
to write two types of texts, i.e. narrative-descriptive, and argumentative, which would serve 
them as drafts for the oral presentations. The writing phase took place in February 2019. In 
formulating the texts drafts for their oral presentations, students could rely on the learning 
material we provided them with.  
 
In March 2019, prior to the oral presentations, the students’ written texts went through two 
correction cycles; the first correction was done by us: the MA-students, while the second, 
final one, was done by a native speaker of Italian language along with a skilled University 
professor and our MA thesis mentor, to ensure the most accurate and stylistically 
appropriate corrective feedback possible. The last stage in the research process was 
recording, observing, evaluating, and analysing the students’ oral presentations, which took 
place in April 2019.  
 
 
4.2. IL PROCESSO DELLA RICERCA 
 
4.2.1. PREPARAZIONE DEL MATERIALE DIDATTICO 
 
La prima fase della parte empirica dello studio, che si è svolta nel periodo tra ottobre e 
dicembre 2018, è stata la preparazione del materiale didattico che sarebbe stato utilizzato 
durante le lezioni di insegnamento capovolto (inglese flipped learning). Prima di tutto, 
abbiamo stabilito gli argomenti e i generi di testo per le presentazioni orali. Abbiamo basato 
gli argomenti sulle preferenze degli studenti, scegliendo così argomenti che erano vicini a 
loro, come ad esempio andare in vacanza e in viaggio per il genere narrativo-descrittivo, e 
la tecnologia per il genere argomentativo. 
 
I tipi di testo (i generi testuali) sono stati selezionati in conformità con le attività di 
produzione del QCER (2018), cioè monologo sostenuto: descrizione dell'esperienza e 
monologo sostenuto: presentazione di un caso (discussione). Abbiamo ipotizzato che gli 
studenti disponessero già del lessico di base e conoscenze precedenti su questi argomenti, 
nonché il desiderio di discuterne, il che a sua volta faciliterebbe l'intero processo. 
 
Il processo della preparazione del materiale didattico comprendeva la revisione dei libri di 
testo e la selezione di adatti modelli testuali e attività presenti nei libri di testo, ad esempio 
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Universitalia 1; Nuovo Contatto B1; Amici d'Italia 3; Nuovo Contatto A2; Nuovo Espresso 
2 e New Headway Intermediate. Abbiamo selezionato e adattato i compiti nei materiali 
capovolti tenendo conto di due obiettivi: fornire agli studenti il lessico di base e far loro 
notare le caratteristiche dei testi che avrebbero dovuto produrre. 
 
Inoltre, abbiamo preparato le attività secondo la tipologia di attività orali di Thornbury, che 
distingue tre tipi di attività, in base alle tre fasi del processo di apprendimento. Secondo 
Thornbury (2005), gli studenti devono passare attraverso la sensibilizzazione e 
l'appropriazione per raggiungere l'autonomia. 
 
Con le attività di sensibilizzazione, gli studenti sono resi consapevoli delle caratteristiche 
della lingua target, il che significa spostare la loro attenzione su determinate caratteristiche 
al fine di notarle e comprenderle. Innanzitutto, Thornbury (2005) suggerisce di attivare le 
conoscenze di base degli studenti e di situarli mentalmente nel contesto, il che "aiuta a 
stabilire l'argomento e / o il contesto del discorso", facilitando così le fasi successive del 
processo. Un esempio che si trova nel materiale didattico in cui abbiamo utilizzato il 
brainstorming come attività di sensibilizzazione è presentato sotto (cfr. Figura 1, per l'intero 
set di materiale di apprendimento, vedere l'Appendice 2). 
 
 
Figura 1: l’attività di riscaldamento oppure l’attività pre-lettura - attività di brainstorming 
 
L'autore sottolinea anche l'importanza di sensibilizzare gli studenti sulle caratteristiche del 
genere testuale che in seguito nel processo dovranno produrre da soli. Nel nostro caso, 
questo processo di sensibilizzazione è stato realizzato fornendo agli studenti modelli testuali 
e attività collegati alla comprensione dettagliata di tali generi testuali (cioè il genere 
narrativo-descrittivo e il genere argomentativo). Ad esempio, gli studenti hanno dovuto 
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Figura 2: Comprensione della lettura - Attività vero o falso 
 
Un'altra attività di sensibilizzazione che abbiamo incluso nei nostri materiali è quella di 
identificare una struttura (testuale o grammaticale), ad esempio, sottolineare o circondare 
alcune caratteristiche testuali e / o grammaticali nel modello testuale fornito. In un testo 
narrativo-descrittivo, gli studenti hanno dovuto marcare con il rosso quei verbi usati per 
narrare gli eventi principali e con il colore blu quei verbi nel testo usati per descrivere lo 





Figura 3: Attività post-lettura: identificazione delle tipiche caratteristiche grammaticali 
 
Inoltre, nei nostri materiali di apprendimento è stato incluso anche un tipo di attività di 
classificazione, dove gli studenti dovevano classificare alcuni avverbi di tempo, che 
vengono frequentemente utilizzati nei generi narrativi (cfr. Figura 4). 
 
 
Figura 4: attività post-lettura (classificazione): analisi del testo 
 
Thornbury suggerisce l'uso dei tipi di attività di abbinamento e connessione, in cui gli 
studenti devono abbinare alcune espressioni nel testo ai loro sinonimi, o collegare il 




Figura 5: attività post-lettura - attività di analisi e sensibilizzazione (attività di collegamento e / 
o abbinamento) 
 
Thornbury sostiene che gli studenti devono essere resi consapevoli delle caratteristiche del 
linguaggio con particolare attenzione all’organizzazione del discorso, sensibilizzandoli alla 
macrostruttura di generi specifici (Thornbury 2005: 49). Pertanto, oltre a fornire agli 
studenti modelli testuali di generi argomentativi e narrativi-descrittivi e attività collegati ad 
essi, abbiamo anche deciso di fornire agli studenti i materiali di apprendimento sulle 
caratteristiche di tali generi testuali (cfr. Appendici 1 e 3), cioè materiali teoretici che 
comprendono delle informazioni sulle espressioni utili, sulle congiunzioni, sui tempi verbali 
ecc., per aiutare gli studenti a formulare le composizioni scritte.  
 
Fornire l’input linguistico agli studenti e sensibilizzarli alle caratteristiche formali dei tipi di 
testo (generi di testo) facilita il processo di formulazione, migliora l’output rendendolo più 
coerente. Thornbury (2005) propone un'attività in cui gli studenti devono identificare le 
parti componenti del testo, ad esempio introduzione, argomenti a favore e contro, vantaggi o 
svantaggi, conclusioni, ecc.  
 
Secondo l'autore, agli studenti potrebbero essere fornite le espressioni delle parti 
componenti di un testo argomentativo, e in seguito loro dovrebbero abbinare le espressioni 
alle sezioni del testo o inserire le sezioni di un testo argomentativo nell’ordine corretto, 
tenendo presente anche le espressioni utilizzate per segnalare una certa componente del 
testo. I nostri materiali includono tale attività in riferimento al testo argomentativo (cfr. 





Figura 6: attività di sensibilizzazione sul genere testuale, con particolare attenzione 
all'organizzazione del testo 
 
Il prossimo tipo di attività secondo Thornbury sono le attività di appropriazione che aiutano 
gli studenti a integrare le nuove conoscenze acquisite alla loro base di conoscenza, in modo 
che possano usarle indipendentemente. Come attività di appropriazione, Thornbury 
suggerisce di usare compiti di scrittura, che svolgono un ruolo importante nello sviluppo del 
parlare, poiché la scrittura è un mezzo utile per appropriarsi della lingua parlata.  
 
Inoltre, la scrittura viene utilizzata per espandere il repertorio linguistico degli studenti, in 
quanto la scrittura, rispetto al parlare, riduce le richieste di elaborazione e dà agli studenti il 
tempo di accedere alle strutture linguistiche più complesse e alternative che altrimenti 
durante il parlato in tempo reale non sarebbero disponibili. Questo è il motivo per cui 
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abbiamo scelto di integrare le attività di scrittura nel processo di sviluppo della produzione 
orale: la scrittura facilita il processo di formulazione e rende le conoscenze degli studenti 
disponibili per l'uso. 
 
Inoltre, la scrittura promuove anche un discorso più strutturato e coerente, poiché attraverso 
la pratica della scrittura, gli studenti alla fine si appropriano di questa struttura coerente del 
discorso e la trasferiscono nel processo di formulazione del discorso orale. Alla luce di 
questa teoria, abbiamo incorporato nel nostro materiale di apprendimento alcune attività di 
scrittura, per far riflettere gli studenti sulla struttura del discorso e per attivare le loro 
conoscenze di base. Pertanto, invece di parlare in coppia o in gruppo, gli studenti hanno 




Figura 7: Attività di scrittura: scrittura libera con l'aiuto delle informazioni dai testi 
 
Il passo successivo, in seguito all’acquisizione dell’uso base della lingua, è l’aver raggiunto 
l’autonomia. Le attività in classe che richiedono un uso autonomo della lingua sono 
presentazioni orali, ad es. narrazione di una storia, descrizione di un oggetto o di una 
persona, ecc. L'insegnante può avere il ruolo di guida e facilitatore, fornendo agli studenti 
materiale didattico che facilita la produzione nelle presentazioni orali.  
 
Thornbury sottolinea che è fondamentale che l'insegnante, prima delle presentazioni orali, 
fornisca agli studenti "le caratteristiche formali di tali generi, oltre a identificare esponenti 
linguistici specifici associati a ogni fase" (2005: 94). Ci siamo assicurati che i nostri studenti 
nella ricerca fossero dotati di materiali di supporto adeguati, comprese le caratteristiche del 
genere narrativo (cfr. Appendice 1). 
 
Coinvolgere gli studenti in un dibattito o in una discussione su un argomento rilevante 
aumenta anche le loro capacità di parlare ed incoraggia lo sviluppo della fluidità orale, 
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nonché lo sviluppo di abilità argomentative. I dibattiti e le discussioni in classe possono 
essere condotti sotto forma di discussioni di gruppo, in cui un gruppo di studenti adotta e 
discute un aspetto di un argomento (a favore), mentre l'altro gruppo presenta la squadra 
avversaria (contro). 
 
Proprio come con il genere narrativo sopra, Thornbury sottolinea l'importanza 
dell'insegnante che dovrebbe dotare gli studenti di “un repertorio di espressioni per 
esprimere un forte accordo, un forte disaccordo e tutte le altre sfumature di esprimere 
un’opinione. In considerazione di questo punto di vista, abbiamo nuovamente implementato 
nei nostri materiali alcune caratteristiche del genere argomentativo, fornendo agli studenti 
espressioni utili per aiutarli nella formulazione di tale genere (cfr. Appendice 3).  
Figura 8: Attività di discussione / dibattito  
 
 
4.2.2. L’USO DEL MATERIALE DIDATTICO DURANTE LE ORE DI 
CONTATTO 
 
Il secondo passo del nostro processo di ricerca è stato l'implementazione dei materiali 
progettati nella classe d’insegnamento capovolto. Questa fase si è svolta a gennaio 2019, 
durante le due ore di contatto nell’ambito del corso universitario Italian Language in Use 1 
(“Lektorske vaje 1”), presso la Facoltà di Lettere dell'Università di Lubiana nell'anno 
accademico 2018/2019. 
 
Alla luce delle più recenti teorie sull'insegnamento delle lingue e in conformità con 
l'obiettivo dello studio di ricerca di sviluppo della produzione orale, abbiamo seguito un 
approccio d’insegnamento capovolto che comprende l'insegnamento comunicativo e la 
centralità dello studente. Il significato di una classe capovolta o d’insegnamento capovolto è 
evidente dal termine stesso, indicando che il processo di insegnamento è invertito o 
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capovolto. Agli studenti viene chiesto di studiare e rivedere quei materiali e attività a casa, 
individualmente, piuttosto che a scuola, con l’aiuto dell’insegnante.  
 
In questo modo, gli studenti vengono alla classe preparati e pronti per la discussione 
dell'argomento, nonché per il lavoro di gruppo dinamico e comunicativo, che a sua volta 
promuove la competenza comunicativa e l’abilità del parlato. Questo tipo di approccio 
all'insegnamento delle lingue si è rivelato molto adatto in riferimento allo sviluppo della 
fluidità orale e dell’abilità del parlato in generale. 
 
La nostra classe di apprendimento capovolto ha coinvolto tre fasi: la fase prima delle ore di 
contatto; la fase di insegnamento in classe (le ore di contatto) e infine la fase dopo le ore di 
contatto.  
 
Nella fase precedente alle ore di contatto, gli studenti hanno ricevuto il materiale didattico, 
incluso il materiale sulle caratteristiche dei generi testuali, sia il genere narrativo-descrittivo 
che quello argomentativo, per sensibilizzare gli studenti a tali generi, nonché di fornire loro 
un po' di supporto per quando avrebbero dovuto produrre i testi da soli. Inoltre, hanno anche 
ricevuto i materiali con modelli testuali e attività relative a tali modelli. In questo modo, 
volevamo far conoscere agli studenti le caratteristiche formali dei generi narrativi-descrittivi 
e argomentativi e focalizzare la loro attenzione su quelli, fornendo loro modelli di testo 
accompagnati da compiti. Gli studenti hanno studiato il materiale individualmente, a casa; il 
che li ha resi preparati per la parte dinamica, comunicativa e interattiva in classe. 
 
Nella seconda fase, durante le ore di contatto, gli studenti hanno partecipato attivamente alle 
attività del corso e sembravano desiderosi di esprimersi, poiché avevano il vocabolario 
adeguato e altri mezzi linguistici per farlo, forniti dai materiali che abbiamo dato loro prima 
delle ore di contatto. Per rendere l'ambiente di apprendimento ancora più coinvolgente e 
accattivante per gli studenti, abbiamo utilizzato una presentazione di PowerPoint che ha 
aiutato a guidare l'intero processo di insegnamento. Nei materiali didattici, abbiamo anche 
inserito compiti di traduzione pedagogica, in base ai quali gli studenti dovevano tradurre 
sezioni dai testi nei materiali, dallo sloveno alla lingua italiana. 
 
Nella sua ricerca sull'uso della traduzione come tecnica didattica nell'insegnamento 
dell'italiano come lingua straniera, l’autrice Alicja Paleta (2017) sottolinea l'importanza 
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dell'utilizzo della traduzione pedagogica (didattica) come strumento didattico per 
l'apprendimento e la verifica della comprensione degli studenti (Paleta 2017: 1). Va oltre, 
sostenendo che la traduzione pedagogica, quando viene utilizzata come attività di classe, è 
importante dal punto di vista del processo di apprendimento della traduzione stessa, non per 
il suo prodotto finale - la traduzione in sé. La traduzione dalla madrelingua alla lingua 
straniera, nel nostro caso dallo sloveno all'italiano, riguarda le competenze linguistiche 
produttive e serve non solo come strumento per verificare la comprensione degli studenti, 
ma anche come mezzo per contrastare le due lingue e osservare la dinamica tra loro. 
 
Secondo l'autore, le attività di traduzione richiedono agli studenti di attivare diversi processi 
mentali, il che significa che sono attivamente coinvolti nel processo, poiché devono usare la 
loro base cognitiva e tutte le loro conoscenze di base. Pertanto, durante la traduzione, gli 
studenti di lingue migliorano le loro abilità produttive e le loro performance orali. Inoltre, le 
attività basate sulla traduzione richiedono allo studente di recuperare un elemento di 
vocabolario specifico o una struttura linguistica dalla sua base di conoscenza, senza 
proporre altre alternative (cfr. Appendice 2 e Appendice 4). 
 
Le sezioni che i nostri studenti hanno dovuto tradurre sono state in gran parte prese dai 
modelli testuali trovati nei materiali, il che ha facilitato notevolmente il processo di 
traduzione. Usando il contenuto dei testi modelli per l’attività di traduzione, abbiamo voluto 
garantire l'integrazione e il consolidamento di alcune strutture linguistiche chiave e 
vocabolario nella base di conoscenza esistente dei nostri studenti. Consolidando il 
vocabolario e le altre strutture linguistiche attraverso l'attività di traduzione pedagogica nel 
materiale didattico fornito, gli studenti potrebbero utilizzare tali strutture linguistiche nel 
formulare le loro presentazioni orali. 
 
Dopo che hanno lavorato sui materiali a casa, individualmente, e dopo le ore di contatto in 
cui hanno avuto l'opportunità di utilizzare le nuove conoscenze acquisite e praticarle in una 
serie di attività, gli studenti hanno dovuto produrre due tipi di composizioni, che sarebbero 
state utilizzate come elaborati per le presentazioni orali. 
 
Il primo era un testo narrativo-descrittivo di circa 200 parole, sul tema dell'esperienza di 
viaggio, andare in vacanza all'estero oppure fare uno scambio di studenti Erasmus. Il 
secondo tipo di testo che dovevano produrre era un testo argomentativo (un saggio a favore 
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e contro, o un saggio di opinione) di circa 200 parole, sui vantaggi e gli svantaggi della 
tecnologia. 
Entrambi gli argomenti sono stati discussi durante le ore di contatto secondo il metodo di 
insegnamento capovolto, che ha fornito agli studenti supporto e idee sufficienti per facilitare 
il loro processo di scrittura. Inoltre, avevano il supporto e la guida del materiale di 
apprendimento che avevano ricevuto prima delle ore di contatto, incluse alcune espressioni 
utili, informazioni sulla struttura del discorso e il vocabolario sui due argomenti. 
 
Figura 9: Le istruzioni per la composizione di un testo narrativo-descrittivo  
 
 
Figura 10: Le istruzioni per la composizione di un testo argomentativo 
 
 
4.2.3. CORREZIONE DEI TESTI PER LA PREPARAZIONE ALLA 
PRODUZIONE ORALE 
 
La terza fase del nostro studio di ricerca si è svolta tra febbraio e marzo 2019. Il processo di 
correzione è stato effettuato in tre cicli di correzione. Tutti e tre i cicli di correzione hanno 
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seguito alcune delle strategie correttive proposte dagli autori Cattana e Nesci (2004, citato 
da Monami 2015: 273). 
 
Il primo ciclo di correzione ha utilizzato la strategia correttiva definita come correzione 
classificatoria, in base alla quale l'insegnante utilizza un sistema di etichette per classificare 
gli errori, indicandone il tipo. In genere, gli insegnanti classificano gli errori in base ai 
livelli linguistici, ovvero ortografici, morfologici, sintattici, lessicali e stilistici. Abbiamo 
usato un sistema simile di etichette nelle nostre correzioni. Abbiamo etichettato errori 
grammaticali con il colore blu; errori lessicali con colore verde; abbiamo sottolineato errori 
stilistici; abbiamo inserito il simbolo di sottolineatura “_” o “V” in cui mancava un 
elemento linguistico, come articoli definiti e indefiniti (cfr. Figura 11). 
 
Nel primo ciclo di correzione, ci siamo concentrati principalmente sulla correzione degli 
errori "superficiali" degli studenti, o sugli errori più ovvi e chiari, come errori di 
grammatica, vocabolario e ortografia. Abbiamo deciso di utilizzare la correzione 
classificatoria perché pensavamo che gli studenti ne avrebbero beneficiato in termini di 
competenza linguistica. Naturalmente, rivedere più volte e sottoporsi a correzioni, li 
aiuterebbe a memorizzare i testi inconsciamente, il che a sua volta ha facilitato le loro 
performance orali.  
 
La correzione classificatoria ha il vantaggio di rendere gli studenti agenti attivi nel processo 
di insegnamento, rendendoli consapevoli delle strutture linguistiche. Tuttavia, tale 
correzione presenta anche alcuni svantaggi, come la difficoltà di classificare gli errori di 
alcuni studenti; la difficoltà di essere coerenti con le etichette di errore; e tale correzione si 





Figura 11: Un esempio di utilizzo della strategia di correzione classificatoria nel primo ciclo di 
correzione 
 
Dopo la prima fase correttiva dove abbiamo marcato gli errori, gli studenti hanno dovuto 
correggere i loro testi sulla base delle nostre correzioni. Quando abbiamo ricevuto tutti i 
testi corretti dagli studenti, abbiamo iniziato con il secondo ciclo di correzione, in cui 
abbiamo utilizzato la correzione risolutiva, intervenendo in modo evidente non solo 
individuando e indicando gli errori, ma anche scrivendo la forma corretta accanto a quella 
errata (cfr. Figura 12). In questo modo, abbiamo corretto quelle parti dei testi che gli 
studenti non hanno gestito da soli. Inoltre, nel secondo ciclo di correzione, dopo aver 
corretto gli errori più superficiali, ci siamo concentrati sulla correzione non solo di parole 
isolate, ma di blocchi e strutture di lingua intera che esibivano uno stile linguistico scadente 
e non "suonavano" italiano. Abbiamo anche corretto i testi degli studenti in termini di 
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Figura 12: Un esempio della correzione risolutiva nel secondo ciclo di correzione 
 
Il terzo e ultimo ciclo di correzione è stato eseguito in modo simile al secondo, utilizzando 
la stessa strategia di correzione, ovvero la correzione risolutiva, tuttavia, con una grande 
differenza; la correzione è stata fatta da un'accademica di madrelingua italiana e con una 
professoressa universitaria di lingua italiana (cfr. Figura 13). Pertanto, nel terzo ciclo, con 
l'assistenza di un abile professoressa universitaria di lingua italiana e di un'accademica di 
madrelingua italiana, abbiamo rivolto la nostra attenzione alla correzione degli errori 




Figura 13: Un esempio di correzione nel terzo ciclo 
 
Dopo che il terzo ciclo di correzione è stato fatto, gli studenti hanno riscritto i testi corretti, 
che sono poi serviti da bozze per le loro presentazioni orali. 
 
 
4.2.4. OSSERVAZIONE E VALUTAZIONE DELLE PRESENTAZIONI ORALI 
 
Dopo che il processo di correzione è stato completato e gli studenti hanno riscritto i loro 
testi, hanno avuto un po' di tempo per memorizzare i loro testi scritti e di prepararsi per le 
loro presentazioni orali, che si sono svolte nell'aprile 2019. Siccome la ricerca era in fieri, 




4.2.5. ANALISI DEGLI ERRORI 
 
La nostra analisi degli errori era duplice: sulla base del loro tipo e sulla base della loro 
origine. Sulla base dei livelli linguistici, abbiamo distinto e classificato gli errori degli 
studenti in termini di: 
a) errori ortografici; 
b) errori lessicali; 
c) errori grammaticali; 
d) errori discorsivi (stilistici); 
e) errori fonologici, che sono stati, naturalmente, riscontrati solo nelle presentazioni orali. 
 
Sulla base della loro origine, abbiamo distinto e classificato gli errori in termini di: 
a) errori interlinguistici (ad es. l'interferenza o il transfer negativo), sia dalla lingua madre, 
che si sono dimostrati i più frequenti o da un'altra lingua straniera, il più delle volte 
dall'inglese; 
b) errori intralinguistici, come sovra-generalizzazione, semplificazione, sovra-elaborazione 
e strategie comunicative. 





SÌ / NO;  
VOTO FINALE) 
ESEMPI DI ERRORI TIPI DI ERRORI  
IN BASE A LIVELLI 
LINGUISTICI 
FONTI DI ERRORI 
Livello B1  
(conoscenza 
precedente; 10) 
L’estate scorso (1) ho partecipato 
nel (2) progetto […]. 
(1) grammaticale  
(2) grammaticale  
(1) intralinguistico 
(2) intralinguistico 
 […] la documentazione della storia 
delle città che si trovano nei (3) 
confini […]. 
(3) grammaticale  (3) intralinguistico 
 […], cioè sotto l’infulenza (4) delle 
(5) nazionalità diverse. 






 A ogni passo si è potuto vedere 





 […] siamo stati in (7) Varsavia […]. (7) grammaticale (7) interlinguistico 
(da L1- “v Varšavi”) 
 Durante la giornata, (8) eravamo 
impegnati con seminari dedicati a 
(8) stilistico / 
discorsivo 
(8) interlinguistico (il 
posizionamento 
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come si usa la fotocamera della virgola come in 
L1) 
 […] dove la nostra ricerca è 
officialmente (9) iniziata. 
(9) ortografico  (9) interlinguistico 
(dall'inglese 
"official") 
 […] tutti i rappresentativi (10) 
delle nazionalità […]. 
(10) lessicale (10) interlinguistico 
(dall'inglese 
“representative”) 
 Ho fatto le (11) nuove amicizie 
[…]. 
(11) grammaticale (11) intralinguistico 
 La technologia (12) è diventata 
[…]. 
(12) ortografico (12) interlinguistico 
(dall'inglese 
“technology”) 
 […] scrollare su (13) telefono […]. (13) grammaticale (13) interlingual 
(from L1) 
 Al contrario, i social possono 
essere usati anche per le cose (14) 
utili […] 
(14) lessicale  (14) intralinguistico 
 Lo sviluppo tempestivo (15) della 
tecnologia […].  
(15) lessicale (15) interlinguistico 
 […] accanto (16) i vantaggi […]. (16) lessicale  (16) interlinguistico 
 […]cercare informazioni sul (17) 
internet […] 
(17) grammaticale (17) interlinguistico 
 Spendo (18) molto tempo sull’ 
(19) Internet, cercare (20) tante 











 […] se vorrei aproffondire (22) il 
mio conoscimento […].  
(22) ortografico (22) intralinguistico 
 Maggior parte dei miei viaggi fuori 






 Ogni stato (24) doveva presentare 
il suo paese […]. 
(24) lessicale (24) interlinguistico 
 





Oggi, la tecnologia moderna é (25) 
una cosa necessaria. 




 Finalmente sono uscita con le 
amice (26).  
(26) ortografico (26) intralinguistico 
















 […] le personi (29)disabili […]. (29) grammaticale (29) intralinguistico 












 In la (32) sera siamo arrivati a 
bella Praga. 
(32) grammaticale (32) intralinguistico 
 Siamo inoltre proprio (33) 
incantati con (34) l’illusione di una 











 Questo viaggio è stata (35) una 





 Dopo abbiamo passato tutto il 











 Prima abbiamo fatto un tour della 
città (39) e poi abbiamo (40) un 







 La mattina prossima (41) abbiamo 






  […] Anche se non vengono della 
stessa (42) paese […]. 
(42) grammaticale  (42) intralinguistico 
 La tecnologia moderna ha creata 
(43) […].  
(43) grammaticale (43) intralinguistico 
 La nascita del (44) Internet e (45) 










 […] tema che ci interessiamo (47) (47) (47) interlinguistico 
106  
e non abbiamo tempo per venire 
(48) a (49) biblioteca.  
grammaticale: la 
sintassi 







 Inoltre, sono (50) anche i cellulari, 






 […] i giovani potrebbero diventare 
più pigri o dannosi (52) perché il 






  […] Una conseguenza molto 
frequentemente (54) e (55) anche 





 […] i (56) diversi problemi 
psicologi (57). 




 […] ha le (58) tante trappole 
negativi (59) […]. 
(58) grammaticale 
(59) grammaticale  
(58) intralinguistico 
(59) intralinguistico 
 Racconterò del mio viaggio 
inaspettatamente (60) che ho 







(da L1 – “v 
septembru”) 
 Nel mezzo (62) agosto […]. (62) lessicale (62) interlinguistico 
(da L1) 
 ho telefonato a mia (63) amica 
[…]. 
(63) grammaticale (63) intralinguistico 
 Il primo (64) destinazione era 

















 […] dal (69) 





 Voglio tornare (71) quanto prima. (71) grammaticale (71) intralinguistico 
 […] in vacanza con mia migliore 
(72) amica. 
(72) grammaticale (72) intralinguistico 
 […] con una (73) agenzia […]. (73) grammaticale (73) intralinguistico 
 […] con la machina (74) a Ljubljana 
[…]. 
(74) ortografico (74) intralinguistico 
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 […] dove siamo andati sul bus (75). (75) lessicale (75) interlinguistico 





(da L1 – “vozili smo 
se”) 





 Altro giorno (78) si siamo svegliati 
alle 7 di mattina […]. 
(78) lessicale (78) interlinguistico 
(da L1) 
 […] abbiamo mangiato (79) la 
colazione […]. 
(79) lessicale (79) interlinguistico 
 Contro (80) la sera siamo andati 
sul bus […].  
(80) lessicale (80) interlinguistico 
(da L1 – “proti 
jutru”) 
 Era (81) una giornata molto dura 











 Voglio andare di nuovo a Praga 
per qualche giorno più (84). 
(84) stilistico  (84) interlinguistico 
 […] parlare in tempo reale con le 
persone o amici che siano (85) 
nell’altra parte del mondo […]. 
(85) grammaticale (85) intralinguistico 
(generalizzazione) 
 Mi sembra che oggi giorno la 
tecnologia è (86) molto presente 
nella società ed (87) credo che 
non è (88) male affidarsi a 
Internet, per esempio quando hai 












 […] fare converzacione (90) senza 
tecnologia. 
(90) ortografico (90) intralinguistico 
 Sopra tutto (91) da quando studio 











 Sono contenta che esiste (94) la 
tecnologia moderna, è davvero 
molto utilizzabile (95) quasi per 















La mia esperienza all’estero ha 






 Era una (98) esperienza Erasmus+ 
[…].  
(98) grammaticale (98) intralinguistico 
 Con noi cera (99) anche la nostra 
relatrice. 
(99) ortografico  (99) intralinguistico 
 […] prima di questo viaggio non ci 
frequentavamo (100). 
(100) lessicale (100) intralinguistico 
 […] una meta (101) a (102) 




















 Abbiamo fatto degli adobi (106) 
[…]. 
(106) ortografico (106) intralinguistico 
 natale (107) (107) ortografico (107) interlinguistico 
 I studenti dovevamo scrivere i 
rapporti (108) di tutte le attività 
che facevamo (109) con i bambini 











 Per questo, comunicazione 
personale è più peggiorato (111) 





 […] preferisco che le informazioni 









 Se non avrei (114) questa 






 […] prendere un caffè con le 
amiche valle (115) di più che 
spendere (116) i tempo (117) 













 […] siamo andati fuori […] (119) lessicale (119) interlinguistico 
(da L1) 
 Oggi giorno è presenta (120) da 




 […] perché può venire(121) 

















 Sulla (125) Barcellona abbiamo 








 Anche della (127) notte non è 




 […] veri (128) Spagnoli (128) lessicale (128) interlinguistico 
 […] a Barcellona si trovano (129) 













 […] ed è stata una (132) 




 […] è stata la mia prima volta che 




 […] perché può influenzare (134) 
la nostra vita sociale. 
(134) lessicale (134) interlinguistico 
 Una delle mie migliori esperienze 
(135) all'estero è stata una (136) 







 […] alla biletteria (137) […].  (137) ortografico (137) intralinguistico 
 […] mio marito è stato intossicato 
8138) dal cibo […]. 
(138) stilistico (138) interlinguistico 
 Così, il pomeriggio incontriamo 







 Trascorriamo (140) il capodanno 
(di fronte al palazzo (141) e 










 Efettiva; vilio; eletronico (143) (143) ortografico (143) interlinguistico 
 






5. RISULTATI ED INTERPRETAZIONE 
 
 
5.1. QUESITO DI RICERCA 1 
 
Entrambe le parti della prima domanda di ricerca sono state esaminate studiando la 
letteratura sullo sviluppo dell’abilità del parlato, in particolare scoprendo quali conoscenze 
dovrebbero avere gli studenti di lingue straniere per utilizzare con successo la lingua 
italiana in forma orale, specialmente quando si tratta della produzione di generi narrativi-
descrittivi e argomentativi. Inoltre, il quesito di ricerca 1 riguarda il processo di 
insegnamento della lingua italiana, quindi mira a rispondere alla domanda su come gli 
insegnanti dovrebbero favorire lo sviluppo della produzione orale nelle classi di lingue 
straniere.  
 
La risposta alla prima parte del quesito di ricerca 1, relativo alle competenze che i parlanti 
di lingua straniera dovrebbero esibire per produrre correttamente la lingua orale, può essere 
trovata nella letteratura di autori come Thornbury (2005), Burns (2013) e il QCER 
(Consiglio d'Europa, 2018). Tutti questi autori sono giunti a conclusioni simili sul tipo di 
competenze che un parlante di lingua straniera dovrebbe avere per esprimersi in modo 
competente. In breve, chi parla una lingua straniera dovrebbe padroneggiare le competenze 
linguistiche (grammatica, vocabolario, fonologia) e le competenze extralinguistiche (le 
conoscenze pragmatiche e sociolinguistiche). Tutti hanno usato termini simili, ma allo 
stesso tempo diversi, per presentare le competenze dei parlanti.  
 
Secondo Thornbury (2005), i parlanti di lingua straniera, per produrre un linguaggio 
significativo, hanno bisogno della competenza della lingua stessa (competenza linguistica) e 
della competenza generale (competenza extralinguistica). La competenza linguistica è 
composta da: 
- competenza del genere, 
- competenza del discorso (l'uso degli indicatori del discorso), 
- competenza pragmatica (registro, funzioni linguistici, ecc.), 
- la competenza della grammatica, del vocabolario e della fonologia. 
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I parlanti di lingua straniera, quindi, devono padroneggiare la competenza del genere 
discorsivo per essere in grado di produrre tratti di discorso connesso in conformità con le 
regole di un genere specifico, sia quello narrativo-descrittivo che quello argomentativo. 
Inoltre, i parlanti di lingua straniera hanno bisogno della conoscenza del discorso per essere 
in grado di connettere le espressioni in tratti coerenti del discorso usando in modo 
appropriato gli indicatori del discorso per segnare l'inizio, la fine o una transizione nel 
discorso. Inoltre, un parlante competente dovrebbe sapere quale tipo di lingua usare in un 
particolare contesto sociale e adattare di conseguenza il registro. 
 
Infine, secondo Thornbury, i competenti parlanti di lingue straniere dovrebbero 
padroneggiare le conoscenze di grammatica, vocabolario e fonologia. I parlanti di lingua 
straniera hanno bisogno della conoscenza di tutte e tre queste componenti linguistiche per 
esprimersi in maniera comprensibile. La consapevolezza della grammatica consente ai 
parlanti di formulare espressioni grammaticamente corrette, mentre la competenza lessicale 
consente fluidità e idiomaticità, il che significa che più parole hanno i parlanti nella loro 
raccolta, più fluenti e nativi sembrano. Ultimo ma non meno importante, il comando della 
fonologia consente una migliore pronuncia e intonazione, quindi una migliore intelligibilità 
e fluidità. 
 
La seconda parte della competenza che dovrebbero esporre i parlanti di lingua straniera 
competenti è la competenza extralinguistica, compresa la competenza del valore sociale e 
delle norme (competenza socioculturale) e la competenza di un determinato argomento. La 
competenza extralinguistica crea così il contenuto del messaggio che gli oratori vogliono 
trasmettere. In uno studio più recente, Burns (2013) presenta la competenza linguistica 
come composta da: 
- conoscenza della lingua e del discorso, 
- abilità del parlato essenziali, 
- strategie di comunicazione. 
 
Pertanto, secondo Burns (2013), i parlanti di lingua straniera dovrebbero esibire tutte le 
competenze menzionate sopra per essere in grado di parlare in lingua straniera. Prima di 
tutto, i parlanti di lingua straniera competenti dovrebbero padroneggiare le competenze 
linguistiche e quelle discorsive: 




- organizzazione del discorso (discorso, genere), 
- saper usare la lingua in contesti socialmente e pragmaticamente appropriati 
(registro). 
 
In secondo luogo, per essere in grado di parlare, gli studenti di lingue straniere dovrebbero 
padroneggiare le competenze linguistiche di base che includono: 
- abilità di elaborare il discorso a un ritmo adeguato, consentendo una fluidità orale; 
- abilità di frammentare il linguaggio, di mettere in pausa, di usare espressioni formali 
e marcatori di discorso; 
- abilità di negoziare il discorso, come il monitoraggio e l'auto-riparazione; 
- abilità di utilizzare i dispositivi di gestione del parlato, come aperture, connettori del 
parlato, chiusure, ecc. 
 
Infine, i competenti parlanti di lingue straniere dovrebbero padroneggiare le strategie di 
comunicazione per essere in grado di compensare per le mancanze delle loro conoscenze 
linguistiche. Alcune delle strategie di comunicazione che un competente parlante di lingua 
straniera dovrebbe conoscere sono: 
- circonlocuzione, 
- parafrasi,  
- gesticolazione, 
- invenzione di parole nuove, 
- approssimazione, 
- evitamento, 
- riformulazione, ecc. 
 
Il QCER (Consiglio d'Europa, 2018) fornisce le scale con descrittori dettagliati ed espliciti 
per mostrare che tipo di competenze dovrebbe avere un parlante competente al livello B1. 
Definisce le competenze dei parlanti in termini di competenze linguistiche comunicative, 
costituite da: 
- competenza linguistica (grammatica, vocabolario, fonologia, ortografia) 
- competenza sociolinguistica, 
- competenza pragmatica (fluidità, coerenza, sviluppo tematico, ecc.).  
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La seconda parte del quesito di ricerca mira a rispondere alla domanda relativa al processo 
di insegnamento, in particolare, come gli insegnanti dovrebbero promuovere lo sviluppo 
della produzione parlata nelle classi di lingua.  
 
Per rispondere a questa domanda in modo completo, dobbiamo prima discutere le attività 
che gli insegnanti di lingue straniere dovrebbero utilizzare per promuovere lo sviluppo della 
produzione orale e successivamente dare un'occhiata ai metodi di insegnamento. Secondo 
Thornbury (2005), gli insegnanti dovrebbero includere nella pianificazione e nell'esecuzione 
del curriculum tre tipi di attività che favoriscono lo sviluppo della produzione orale. 
 
Prima di tutto, gli studenti di lingue straniere devono subire un processo di sensibilizzazione 
per rendergli consapevoli delle caratteristiche della lingua target. Le attività che aumentano 
la consapevolezza della lingua target sono chiamate attività di sensibilizzazione (in inglese 
awareness-raising activities). Nel contesto di insegnamento, gli insegnanti di lingue 
straniere utilizzano tali attività per motivare gli studenti e interessarli all'argomento. 
Thornbury (2005) elenca alcune delle attività di sensibilizzazione che promuovono lo 
sviluppo della produzione orale, come l'uso di registrazioni e trascrizioni; il brainstorming 
di idee; attività in cui gli studenti devono trovare dei dettagli o dedurre il significato, oppure 
attività in cui devono identificare una determinata struttura, sensibilizzandoli in tal modo 
alle caratteristiche del genere discorsivo. 
 
In secondo luogo, gli studenti di lingue straniere devono integrare le strutture linguistiche 
appena acquisite nella loro base di conoscenza. Affinché gli studenti possano integrare le 
nuove strutture nei loro schemi, gli insegnanti dovrebbero incorporare attività di 
appropriazione nell’insegnamento. Esempi di tali attività secondo Thornbury (2005) sono 
esercitazione (guidata, semi-guidata); drill; attività di scrittura; leggere ad alta voce; 
memorizzare pezzi di testo; attività comunicative, ecc.  
 
Il terzo tipo di attività che gli insegnanti di lingue straniere dovrebbero integrare 
nell'insegnamento della produzione orale sono quelle che promuovono l'autonomia degli 
studenti di lingue straniere, consentendo in tal modo un certo grado di creatività e 
assunzione di rischi. Esempi di tali attività sono scrivere composizioni libere e trasformarle 
in presentazioni orali. Secondo Thornbury (2005), queste attività dovrebbero essere 
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produttive dal punto di vista linguistico, intenzionali, interattive, stimolanti, sicure e 
autentiche. Il ruolo dell'insegnante in questa fase è quello di fornire agli studenti materiale 
di apprendimento adeguato che includa caratteristiche linguistiche formali; guidarli 
attraverso il processo creativo e fornirgli un feedback costruttivo che consente 
miglioramenti e crescita. 
 
Ur (1996) fornisce un elenco delle caratteristiche delle attività orali di successo che gli 
insegnanti di lingue straniere dovrebbero tenere presente quando sviluppano attività orali 
che favoriscono la produzione orale. Pertanto, gli insegnanti dovrebbero creare e 
incoraggiare attività orali che: 
 sono concentrate sul tempo di conversazione degli studenti; 
 consentono pari partecipazione a tutti gli studenti; 
 sono intrinsecamente motivanti per gli studenti; 
 includono strutture linguistiche corrispondenti alle conoscenze linguistiche degli studenti. 
 
Skela (1999) propone un approccio sistematico allo sviluppo delle capacità di produzione 
orale, passando dall’esercitazione controllata all'uso autonomo della lingua. Tale approccio 
sistematico è composto da: 
- attività da svolgere prima di discutere un argomento (pre-speaking activities), 
- attività in cui si discute un argomento (while-speaking activities), 
- attività da svolgere dopo la discussione di un argomento (post-speaking activities). 
 
In uno studio più recente, Burns (2013) ha sviluppato un ciclo di insegnamento che 
promuove lo sviluppo della produzione orale e fornisce delle linee guida che gli insegnanti 
di lingue straniere dovrebbero seguire per ottenere i massimi risultati. Il ciclo di 
insegnamento della lingua (Burns, 2013) è composto da sette fasi, dove l’insegnante:  
 
- Fase 1: focalizza l'attenzione degli studenti sul parlare, in cui l'insegnante dà agli 
studenti istruzioni per prepararli al compito di parlare. 
- Fase 2: fornisce input agli studenti e li guida attraverso la fase di progettazione. 
- Fase 3: conduce attività di conversazione con particolare attenzione allo sviluppo 
della fluidità attraverso un compito comunicativo. 
- Fase 4: si concentra su strutture linguistiche (ad esempio, pronuncia e grammatica), 
abilità e strategie, nonché strutture di testo, ovvero strutture di genere testuale. 
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- Fase 5: fa ripetere agli studenti le attività orali. 
- Fase 6: indirizza la riflessione degli studenti sull’insegnamento, che può essere fatto 
individualmente, in gruppo o in coppia. Gli studenti riflettono su ciò che hanno 
imparato e su come migliorare l’abilità del parlato.  
- Fase 7: fornisce feedback agli studenti in forma di commenti, fogli di valutazione, 
scale di valutazione o correzione degli errori. 
 
 
5.2. QUESITO DI RICERCA 2 
 
La seconda domanda di ricerca riguarda il ruolo del materiale di apprendimento che è stato 
utilizzato nel processo, nonché il modo in cui il metodo di insegnamento capovolto migliora 
la competenza linguistica degli studenti. 
 
La prima parte mira a scoprire il ruolo dei materiali didattici nel processo di sviluppo delle 
competenze orali degli studenti di lingua italiana. La risposta alla prima parte del quesito di 
ricerca 2 può essere trovata nella struttura dei materiali didattici utilizzati nel processo di 
insegnamento, nonché nella revisione della letteratura che ho eseguito.  
 
Il materiale didattico è stato progettato seguendo le linee guida di Skela (1999) e Thornbury 
(2005) per lo sviluppo di attività orali. Skela (1999) propone un approccio sistematico, 
passando dall’esercitazione controllata all'uso autonomo della lingua. Un tale approccio 
sistematico è composto da attività da svolgere prima di discutere un argomento (pre-
speaking activities); da attività in cui si discute un argomento (while-speaking activities); da 
attività da svolgere dopo della discussione di un argomento (post-speaking activities). Tutti 
questi tipi di attività sono stati tutti incorporati nella progettazione dei materiali e nel 
processo di insegnamento durante le ore di contatto con gli studenti. 
 
Le attività proposte da Skela (1999) possono essere messe in parallelo con le attività di 
Thornbury che promuovono la produzione orale, cioè attività di sensibilizzazione, attività di 
appropriazione e attività autonome. Le attività da svolgere prima di discutere un argomento 
(le attività di sensibilizzazione) che abbiamo incluso nei materiali didattici, ad esempio il 
brainstorming, miravano a motivare gli studenti e a situarli mentalmente nell'argomento di 
cui dovevano discutere. Per offrire agli studenti un vocabolario chiave sull'argomento e 
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ampliare quello esistente, i materiali didattici includevano dei testi modelli dei generi 
narrativo-descrittivo e argomentativo.  
 
Nel progettare i materiali didattici, ho anche considerato le competenze che un parlante 
dovrebbe avere per produrre correttamente la lingua orale. Come già stabilito, uno studente 
di lingua straniera ha bisogno di competenze linguistiche ed extralinguistiche per poter 
parlare in quella lingua straniera, quindi i materiali didattici per aiutare a sviluppare la 
produzione orale devono includere le componenti linguistiche (vocabolario, strutture 
grammaticali, struttura del discorso), nonché quelle extralinguistiche, per fornire agli 
studenti le competenze socioculturali. 
 
Il ruolo principale del materiale didattico nello sviluppo della competenza linguistica degli 
studenti di lingue straniere è quello di fornire agli studenti un input linguistico rilevante, in 
particolare con un vocabolario adeguato, preso dai modelli di testo e dalle attività collegate 
a questi (cfr. Figure 1 e 3); con delle strutture grammaticali (cfr. attività a) e b) nella figura 
3), indicatori di discorso, congiunzioni (cfr. attività nelle figure 4 e 5) e caratteristiche dei 
generi (cfr. figura 6), cioè il genere narrativo-descrittivo e quello argomentativo. In questo 
modo, agli studenti viene fornito: 
- vocabolario su un determinato argomento, 
- strutture grammaticali per facilitare la formazione e per rendere i testi 
grammaticalmente corretti;  
- parole di collegamento (connettori e congiunzioni); 
- struttura del discorso che sensibilizza gli studenti alle macrostrutture di generi 
specifici (ad es. generi narrativi-descrittivi e argomentativi). 
 
Inoltre, il ruolo delle attività utilizzate nel materiale didattico è anche quello di guidare 
sistematicamente gli studenti attraverso il processo di sensibilizzazione sulle strutture 
linguistiche e sui generi discorsivi; di aiutare gli studenti ad appropriarsi di tali strutture 
nella loro base di conoscenza (cfr. attività nelle figure 1 - 6) e, infine, di condurre gli 
studenti verso l’autonomia completa (cfr. attività nelle figure 7 - 10). 
 
Come affermano Brown e Yule (1994), gli insegnanti devono fornire agli studenti modelli, 
pratica e feedback adeguati. Infatti, tutti questi aspetti sono stati inclusi nei materiali 
didattici forniti agli studenti, nonché durante e dopo le ore di contatto con gli studenti. Oltre 
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a fornire agli studenti modelli testuali e attività connesse a tali testi, i materiali didattici 
includono anche della teoria sulle caratteristiche formali dei generi narrativi-descrittivi e 
argomentativi. I materiali didattici, compresa la teoria sui due generi discorsivi, insieme alle 
attività che aiutano gli studenti a consolidare ulteriormente l'input fornito, hanno il ruolo di 
facilitare il processo di formulazione della produzione orale, consentendo quindi una 
migliore fluidità orale e una migliore qualità della produzione stessa.  
 
La seconda parte del quesito di ricerca mira a scoprire come l'insegnamento capovolto 
migliora le abilità produttive degli studenti e la competenza orale. Ciò è stato esaminato 
facendo una revisione della letteratura sull'insegnamento capovolto come metodo di 
insegnamento e anche osservando le attività in classe. 
 
L'insegnamento capovolto migliora la competenza orale degli studenti perché è un 
approccio di insegnamento basato sulla comunicazione e centrato sullo studente. A causa 
del fatto che gli studenti in un ambiente d’insegnamento capovolto studiano accuratamente 
il materiale a casa, vengono in classe preparati e pronti a partecipare attivamente alla 
discussione su un determinato argomento. Ciò consente un maggiore tempo di 
conversazione e produzione orale degli studenti e aumenta il coinvolgimento degli studenti 
nelle attività di conversazione in classe, quindi l'insegnamento capovolto migliora 
indirettamente le abilità produttive e la competenza orale degli studenti.  
 
Inoltre, secondo uno studio condotto da Mehring (2016), l'insegnamento capovolto migliora 
le opportunità per gli studenti di usare la lingua straniera in modo comunicativo, aumenta la 
motivazione degli studenti a parlare e abbassa i livelli di stress e ansia, il che a sua volta 
riduce la paura di partecipare ad attività orali nella classe. L’insegnamento capovolto 
migliora l'atmosfera della classe, il che riduce anche i livelli di ansia degli studenti e, di 
conseguenza, aumenta il livello di partecipazione degli studenti alle attività e alle 
discussioni. Mehring (2016) sottolinea inoltre come l'ambiente di apprendimento incentrato 
sullo studente e basato sull'approccio d’insegnamento capovolto consenta agli studenti di 
utilizzare la lingua straniera in contesti più autentici e comunicativi, il che a sua volta 
stimola gli studenti a partecipare al processo, migliorando così la loro competenza orale. 
 
Risultati simili su come l'apprendimento capovolto migliora la produzione orale degli 
studenti sono presenti nello studio condotto da Chuang, Weng e Chen (2018). Sostengono 
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che l’insegnamento capovolto migliora la competenza linguistica degli studenti, 
coinvolgendoli nel processo d’insegnamento e preparandoli a essere in grado di partecipare 
ad attività interattive e mentalmente più impegnative.  
 
 
5.3. QUESITO DI RICERCA 3 
 
Il terzo quesito di ricerca è volto a esaminare l'influenza delle preconoscenze linguistiche 
degli studenti sullo sviluppo positivo dei loro testi scritti, quindi anche sulle loro prestazioni 
orali. Questa domanda di ricerca è stata esaminata analizzando gli errori dei testi scritti e 
osservando le presentazioni orali degli studenti. 
 
Gli studenti con la preconoscenza della lingua italiana hanno commesso meno errori nei 
loro testi scritti (quindi anche nelle loro presentazioni orali) rispetto a quegli studenti che 
non avevano la preconoscenza della lingua italiana. Nell'analisi degli errori degli studenti 
fatti nei testi scritti, ho anche scoperto che gli studenti con preconoscenze linguistiche non 
solo hanno fatto meno errori, ma che gli errori più comuni tra quelli erano più o meno 
stilistici, ad esempio una struttura non “suonava” italiano, o la virgola non è stata 
posizionata correttamente; quelle ortografiche, ad esempio dimenticando le doppie lettere in 
certe parole; e quelli errori grammaticali minori, ad es. l’uso errato delle preposizioni (cfr. 
tabella 1). 
 
Gli studenti senza la preconoscenza dell'italiano hanno avuto maggiori difficoltà nei loro 
testi scritti, infatti hanno fatto più errori, in generale, rispetto ai testi scritti di quegli studenti 
con la preconoscenza della lingua italiana. Gli errori più comuni che gli studenti senza la 
preconoscenza della lingua hanno fatto erano grammaticali, ad esempio l'uso errato dei 
tempi verbali; l’accordo errato tra nomi e aggettivi; l’ordine delle parole errato; l’uso errato 
dei verbi ausiliari “avere” ed “essere” nel Passato prossimo ecc. I loro testi scritti 
presentavano anche molti errori lessicali, in particolare quelli interlinguistici – il transfer 
negativo da un'altra lingua straniera o dalla lingua materna. Tra gli errori frequenti 
incontrati nei testi scritti degli studenti senza la preconoscenza della lingua c'erano anche 




To sum up, it can be confirmed that having previous language knowledge influences the 
successful development of written drafts and therefore also the oral performances, as was 
seen from the error analysis of written drafts of both those learners with previous language 
knowle Per riassumere, si può confermare che avere delle preconoscenze linguistiche 
influenza la produzione dei testi scritti e quindi anche le presentazioni orali, come si è visto 
dall'analisi degli errori trovati nei testi scritti di entrambi gli studenti: sia di quelli con 
preconoscenze linguistiche, che di quelli senza preconoscenze linguistiche. Gli studenti con 
preconoscenze hanno commesso meno errori nei loro testi scritti rispetto a quelli senza 
conoscenze linguistiche precedenti. 
 
Inoltre, quelli con preconoscenze linguistiche della lingua italiana mostravano anche uno 
stile migliore, il che significa che le loro strutture linguistiche sembravano più simili a 
quelle dei parlanti italiani nativi, il che a sua volta favorisce la fluidità orale. Dalla lettura e 
correzione dei testi scritti degli studenti, si può anche vedere che quelli con la 
preconoscenza della lingua hanno usato strutture linguistiche alternative e più elaborate, 
mentre quelli senza alcuna preconoscenza della lingua italiana hanno usato le strutture 
linguistiche trovate nel materiale didattico in modo più rigido. 
 
 
5.4. QUESITO DI RICERCA 4 
 
Anche il quarto quesito di ricerca riguarda gli errori degli studenti, in particolare in che 
modo la correzione degli errori dei testi scritti ha influenzato la fluidità degli studenti nelle 
loro presentazioni orali. Sulla base delle osservazioni delle presentazioni orali degli 
studenti, è stato riscontrato che la correzione degli errori dei testi scritti migliora la fluidità 
orale degli studenti, poiché avevano commesso meno o quasi nessun errore nelle loro 
presentazioni orali. Gli errori riscontrati nelle presentazioni orali erano principalmente al 
livello di fonologia, come l’intonazione e / o l’accento errati. A causa della correzione degli 
errori dei testi scritti, gli studenti non solo hanno migliorato la fluidità delle loro 
presentazioni orali, ma hanno anche migliorato la loro competenza linguistica in generale. 
Quelli che hanno iniziato al livello A1 del QCER (Consiglio d'Europa, 2018) hanno 
migliorato la loro competenza linguistica di un livello, diventando utenti di lingua al livello 
A2. Allo stesso modo, quelli che hanno iniziato al livello A2, hanno raggiunto il livello B1 
dopo l'intero processo di sviluppo della produzione orale. 
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Ho anche notato un miglioramento nella maggior parte dei testi scritti degli studenti dopo 
ogni ciclo di correzione (cfr. Figura 14-16), pertanto, si può dire che le correzioni degli 
insegnanti migliorano la fluidità degli studenti (quella orale e scritta), nonché l’abilità orale 
e la competenza linguistica.  
 
Figura 14: Il primo ciclo di correzione 
 
Figura 15: Il secondo ciclo di correzione 
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6. CONCLUSIONI  
 
 
The research of this MA thesis aimed to examine the process of developing spoken 
production at B1 level in Italian and English as foreign languages using a flipped learning 
approach, and, more precisely, to investigate the effects of three major variables that 
influence the development of spoken production in a language classroom environment, 
namely the learners, the materials and the activities used, and lastly the language teacher’s 
role and his/her teaching methods. 
 
Based on both the literature review and the research, which consists of designing the 
learning material, implementing it in a flipped classroom, correcting the learners’ texts 
(drafts for oral presentations), observing the learners’ oral presentations, and analysing the 
learners’ errors, it can be concluded that competent speakers of a foreign language should 
master the linguistic knowledge (grammar, phonology, vocabulary), as well as 
extralinguistic knowledge, composed of pragmatic and sociolinguistic knowledge. On the 
basis of the error analysis of the students’ written drafts and on the basis of observing their 
oral presentations, it can be concluded that previous language knowledge has positive 
effects on the students’ success, as those with previous language knowledge made fewer 
errors in their written drafts compared to those with no previous language knowledge. 
Moreover, students with previous language knowledge exhibited better style, which in turn 
made them sound more proficient.  
 
The MA thesis also set out to identify the role of the language teacher in the process of 
developing speaking competence. From the literature review and the research process itself, 
it can be concluded that in order to foster the development of spoken production, FL 
teachers should incorporate a systematic approach in their teaching. FL teachers should 
include three types of activites in their learning materials, as well as in their teaching: 
awareness-raising activities, appropriation activities and activities that promote autonomy in 
FL learners. Furthermore, FL teachers should also provide learners with useful, significant 
and sensible linguistic input, as well as giving them appropriate and constructive feedback, 
namely correcting their written drafts, which improves the students’ oral fluency, as well as 
their speaking competence and language proficiency in general.  
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On the basis of literature review on flipped learning approach, as well as on the basis of 
implementing the learning materials in the classroom, using the flipped learning apporach, it 
can be concluded that flipped learning improves learners’ speaking competence, as it allows 
for more student-talking time and it increases learners’ engagement in the classroom 
speaking activities. Flipped learning also increases the learners’ motivation to speak, as they 
come to the classroom prepared, having studied the materials in advance, at home, which 
also lowers their anxiety and the fear of participating in the classroom activities. of Most of 
all, we wanted to find out how the scaffolding materials in a flipped classroom foster the 
development of spoken production at B1 level learners. Furthermore, we were interested in 
finding out if the language learners benefit from such supporting learning material, as well 
as in discovering what kind of knowledge language learners need to be able to speak in a 
foreign language. 
 
Finally, the MA thesis aimed to identify the role of supporting learning material in the 
development of speaking competence of the language learners. On the basis of reviewing 
the literature on developing spoken production, as well as on the basis of designing and 
implementing the materials in the language classroom, it can be concluded that the 
supporting learning material has a very important role in thee development of speaking 
competence. The learning materials in the research study proved to improve the learners’ 
proficiency, as it provided them with adequate vocabulary on a given topic; it provided the 
learners with grammatical structures and linking words, as well as with discourse structure, 
sensitizing them to the macro-structures of narrative-descriptive and argumentative genres. 
The learning material given to the learners provided them with much needed linguistic input 
(i.e. text models, key vocabulary, grammatical structures, linking words, etc.), which helped 
them get thorugh the topics systematically and prepared them for their oral performances.  
 
To sum up, some critical reflection is necessary, as our research on the development of 
spoken production was done only for the Italian language as FL, on learners of the Italian 
language. However, the whole research study could be applied to the English FL classroom 
and the development of English spoken production, as well as any other FLs. Further 
limitations of this research study and, at the same time the whole Ma thesis, lie in the fact 
that there was no control group, which means that some of our findings are probably not 
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II testo narrativo racconta una serie di avvenimenti che si sviluppano nel tempo e nello spazio e ha 
per protagonisti una o più persone. Esempi di testi narrativi sono romanzi, racconti, fiabe, novelle, 
cronache giornalistiche o storiche, biografie e auto-biografìe ecc.  
Non bisogna però pensare alla narrazione come ad un'attività appartenente agli scrittori di 
professione: il racconto orale è infatti una delle attività più antiche e più comuni nella 
comunicazione quotidiana. Gli scopi che ci spingono a narrare un evento sono: intrattenere il 
nostro destinatario, informare qualcuno ecc.  
Il fattore temporale è fondamentale nella strutturazione dei testi narrativi, caratterizzati dalla 
presenza di frequenti indicatori temporali (per primo, non appena, poi, dopo), che precisano la 
successione in cui si sono svolti i fatti, la loro durata ed eventuali salti temporali nella narrazione. I 
tempi verbali più usati per la narrazione sono quelli del passato (passato remoto, passato 
prossimo, imperfetto e trapassato prossimo).  
Esistono due modi fondamentali per narrare una storia: 
 in base all’ordine naturale degli eventi, cioè riferendo i fatti secondo l’ordine in cui si sono 
verificati nella realtà. L’ordine delle azioni nel mondo testuale coincide con l’ordine dei predicati 
verbali; 
 in base all’ordine «artificiale»: a un certo punto della narrazione, il narratore ricupera un 
fatto anteriore (flash-back) o preannuncia un evento posteriore (flash-forward). 
 
IL TESTO DESCRITTIVO 
I testi o brani descrittivi hanno lo scopo di rappresentare un oggetto, un ambiente, una persona. 
Una prima caratteristica da mettere in rilievo è la scarsa autonomia del testo descrittivo. Sezioni 
descrittive sono presenti in quasi tutti gli altri tipi di testo: una descrizione può avere la funzione di 
informare (descrizione di una piazza presente in una guida turistica), di persuadere (descrizioni 
pubblicitarie, concentrate soltanto sugli aspetti positivi del prodotto), di evocare ricordi o 
emozioni (descrizioni poetiche frequenti in letteratura), ma è difficile trovare un testo interamente 
descrittivo che non abbia il valore di semplice esercitazione accademica.  
Se per i testi o i brani narrativi l'elemento costitutivo è l'asse temporale, i testi descrittivi si 
fondano essenzialmente sulla dimensione spaziale. Ciò determina l'uso dei indicatori spaziali 
(preposizioni, avverbi e locuzioni avverbiali di luogo).  
I tempi verbali usati spesso sono il presente e l'imperfetto. Un'altra caratteristica ricorrente nelle 
descrizioni è l'uso delle similitudini, con cui l'emittente cerca di descrivere qualcosa di poco 
familiare al destinatario attraverso paragoni con oggetti e situazioni a lui più familiari. Ricordiamo 
infine che il livello di soggettività di una descrizione è assai variabile. Normalmente le descrizioni 
presenti in testi pragmatici sono più impersonali, mentre gli inserti descrittivi di opere letterarie 
presuppongono un forte livello di coinvolgimento emotivo dell'autore. Occorre sottolineare però 
che è impossibile realizzare una descrizione assolutamente oggettiva. 
(Adattato da: Dardano, M., e P. Trifone. 1995. Grammatica italiana con nozioni di linguistica: 540-546) 
 
ESPRESSIONI PER SCRIVERE UN TESTO NARRATIVO CON BRANI DESCRITTIVI: 
 
Espressioni usate per narrare  
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Introduzione: situare una narrazione nel tempo 
 
Un giorno … 
Ieri … 
Ieri sera … 
Ieri l'altro / l'altro ieri … 
L'altro giorno … 
Tre giorni fa … 
Poco (tempo) fa … 
Il 3 (di) maggio … 
… ho incontrato un signore molto particolare. 
Di mattina / Di pomeriggio / Di sera … … ho parlato con Marta. 
All'inizio di giugno … 
A metà di gennaio … 
Alla fine di febbraio … 
… sono andato/a in vacanza a Rimini. 
 
Strutturare una narrazione 
 
Prima … … sono andato in bici fino alla stazione, 
… poi … 
… dopo … 
… ho preso il treno per Milano. 
Solo allora … 
In quel momento … 
… mi sono accorto di non avere le chiavi. 
Prima della partita … 
e dopo la partita … 
… siamo andati a prendere una birra. 
Prima di uscire … 
Dopo essere uscita … 
… ho avvisato Marco. 
Luisa mi ha chiamato … 
… prima che potessi avvisare Marco.  
… dopo che avevo (già) avvisato Marco.  
Qualche giorno … 
… dopo … 
… più tardi … 






… ha iniziato a piovere. 
Siamo rimasti nel bar … 
… fino alle cinque. 
… finché ha continuato a piovere.  
… fino a quando hanno chiuso.  
Poco a poco … 
Allo stesso tempo …  
Nello stesso tempo … 
… ha smesso di piovere. 
… è uscito il sole.  
Appena … 
Non appena …  
… sono tornato a casa, mi sono fatto una doccia. 
Intanto … 
Nel fratempo … 
… Andrea è già arrivato. 
… è arrivato Andrea.  
 
Concludere una narrazione 
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… siamo riusciti a risolvere il problema.  
 
Espressioni usate per descrivere 
 
Introduzione: situare una descrizione nel tempo 
 
In quel periodo … 
A quei tempi … 
Allora … 
Nel 1996 … 
… vivevo ancora con i miei genitori. 
A volte … / Talvolta … / Ogni tanto … 
Molte volte … / Spesso …  
Di solito … 
Ogni lunedì … 
Generalmente … 
… mi alzavo alle sei e mezza. 
Tutti i giorni … 
Ogni giorno … 
Tutti gli anni … 
Ogni anno …  
Tutte le settimane … 
Ogni settimana … 
… andavo a Milano. 
… sono andato a Parigi.  
 
Strutturare una descrizione 
 
Mentre parlava, Luisa si agitava molto. 





8.2. APPENDIX 2 
 
LAVORO A CASA 















Leggi le esperienze di questi due studenti italiani. Sono due esperienze simili? Sono positive o 
negative? L’esperienza ha fatto piacere o è stata una delusione?
 
L'ERASMUS TI CAMBIA LA VITA!
LAURA – Lingue e letterature straniere
Con l'Erasmus sono stata a Friburgo, in Germania, e la prima cosa che ho pensato è stata quella di eliminare 
ogni contatto con la lingua italiana. Così ho cercato un appartamento con una ragazza tedesca: ho dovuto 
parlare tedesco per tutto il tempo! Poi ho cercato di inserirmi in diversi corsi, da quello teatrale al coro 
dell'università e a quello di balli latino
abbastanza bene il tedesco e in più ho fatto anche alcuni esami. L'Erasmus era una bellissima opportunità e 
una bella esperienza, lo consiglio a tutti!
FRANCESCO – Giurisprudenza 
L'esperienza Erasmus mi ha dato 
la possibilità di costruirmi una nuova vita. Ho fatto amicizia con studenti inglesi, francesi, tedeschi, spagnoli e 
di tante altre nazionalità, con i quali uscivamo e ci divertivamo
diverse, ma anche gli stessi problemi. Insieme abbiamo organizzato feste indimenticabili e ci siamo divertiti 
un sacco. Ho fatto delle vere amicizie che ho ancora. L'Erasmus mi ha cambiato la vita! 
Colora in rosso in entrambi i testi i verbi con i quali si raccontano le azioni centrali de
svolgimento del racconto. (
besedila.) 
 
Colora in blu i verbi usati pe
passato. (Z modro barvo označi glagole, ki so uporabljeni za opis dogodkov in situacij ali za 









-americani. Sei mesi sono passati molto velocemente, adesso parlo 
 
quello che trenta esami non danno: esperienza di vita. A Valencia ho avuto 
 molto. Tutti avevamo esperienze e culture 
(Adattato da: 
Z rdečo barvo označi glagole, ki označujejo glavne dogodke tega 








E tu, come viaggi?  
Rispondi al questionario. 
 
1. Perché viaggi?  
 Per riposarmi 
 Per visitare posti nuovi 
 Per svago o per divertimento 
 Per dedicarmi alle mie attività preferite (sport, cultura, concerti ecc.) 
 Per fare nuove esperienze 
 Per lavorare 
 Per ottenere esperienze di lavoro 
 Per fare volontariato 
 Altro: per _______________________________________________ 
 
2. Con chi viaggi di solito? 
 Da solo o da sola 
 Con famiglia 
 Con il mio ragazzo o con la mia ragazza 
 In gruppo (associazione o gruppo organizzato: sportiva/o, culturale, religiosa/o, politica/o, di 
volontariato) 
 Con gli amici 
 Altro: ________________________________________________ 
 
3. Con quali mezzi di trasporto preferisci viaggiare? 
 In macchina 
 In autostop 
 In nave 
 In moto 
 In aereo 
 In treno 
 In autobus 
 Altro:_________________________________________________ 
 
4. Quali sono i prossimi luoghi che vuoi visitare? Perché? 
Nel tuo Paese:  
All'estero:  
 
5. Quale genere di viaggio ti piacerebbe fare prossimamente?  
 Viaggio nella natura (aree protette, escursionismo, agriturismo) 
 Viaggio sportivo / viaggio d'avventura (trekking, rafting, arrampicata, cicloturismo, ecc.) 
 Viaggio culturale (tour archeologici, città d'arte, gallerie d’arte, musei ecc.) 
 Tour enogastronomico 
 Altro: ________________________________________________________________ 
 
6. Quale tipo di alloggio preferisci quando viaggi?  
 Albergo 
 Bed and breakfast 
 Ostello 
 Couchsurfing 
 Appartamento in affitto 
 Agriturismo 
 Campeggio 
(Fonte: Universitalia, pag. 21-22) 
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Leggi il testo e rispondi se le affermazioni sono vere o false. 
 
1 Susan ha studiato archeologia in Italia.  VERO FALSO 
2 È venuta in Italia per un campo di lavoro agli scavi di Pompei. VERO FALSO 
3 Con lei c'erano molti ragazzi stranieri. VERO FALSO 
4 Susan è stata ospite di una famiglia italiana.  VERO FALSO 
5 A Susan è piaciuta molto la cucina italiana.  VERO FALSO 
6 I pasti in Italia sono più abbondanti che in Olanda. VERO FALSO 




Mi chiamo Susan, ho 20 anni, vengo 
dall'Olanda e sono stata in Italia per tre mesi. 
A giugno, quando ho finito la scuola 
superiore, ho deciso, prima di cominciare 
l'università, di viaggiare per un po' all'estero 
per conoscere gente di un'altra cultura. Avevo 
la passione dell'archeologia e ho scoperto che 
a Pompei c'erano dei campi internazionali di 
lavoro, e così sono partita.  
È stata un'esperienza bellissima, anche se 
devo dire che l'inizio non è stato facile.  
Non mi sono mai sentita così sola, perché non 
parlavo italiano, quindi all'inizio non capivo 
niente e non riuscivo a dire niente. Inoltre, 
secondo me, tutti pensavano: «Che cosa fa qui questa ragazza olandese?». Il campo era internazionale, ma in 
realtà, gli stranieri erano solo tre (due spagnoli e una francese), gli altri ragazzi erano tutti italiani.  
Ho fatto fatica anche ad abituarmi alla vita di tutti i giorni, e soprattutto alla cucina. In Olanda la colazione è 
più abbondante, ma il pranzo è leggero e di sera alle 6 mangiamo un pasto caldo, ma solo un piatto. In Italia, 
invece, alla mattina bevevo un caffè con due biscotti, a pranzo c'erano il primo e il secondo e per cena, alle 8, 
ancora due piatti: la prima settimana mi è venuto il mal di pancia, poi mi sono abituata.  
Dopo i primi giorni ho cominciato a imparare qualche parola di italiano e soprattutto a lavorare agli scavi, 
cosa che mi è piaciuta moltissimo (infatti mi sono iscritta alla facoltà di Archeologia). Gli altri ragazzi erano 
molto simpatici: la sera si rimaneva fino a tardi a chiacchierare e qualche volta a cantare, oppure si usciva a 
bere qualcosa.  
Ho avuto anche il tempo per visitare alcune città italiane: sono stata diverse volte a Napoli e quattro giorni a 
Roma, a casa di una ragazza che ho incontrato al campo, così ho potuto conoscere anche una vera famiglia 
italiana. Mi sono trovata molto bene con questa ragazza e così l'ho invitata a casa mia in Olanda. Forse verrà 
a trovarmi a dicembre. Speriamo! Adesso che il campo è finito, sono tornata a casa per i miei studi: ho tanta 
nostalgia dell'Italia e degli amici che ho conosciuto laggiù, ma sono sicura che tornerò per un altro campo il 
prossimo anno.  
(Fonte: Nuovo Contatto B1, pag.18) 
 
Colora in rosso in entrambi i testi i verbi con i quali si raccontano le azioni centrali dello 




Colora in blu i verbi usati per descrivere le azioni o situazioni nel passato o per le azioni ripetute nel 
passato. (Z modro barvo označi glagole, ki so uporabljeni za opis dogodkov in situacij ali za 
dogodke, ki so se ponavljali v preteklosti.) 
 
Saverio è volontario. Fa parte di un'associazione che aiuta i ragazzi disabili. Leggi le domande e 
cerca informazioni nel testo.  
 
FARE VOLONTARIATO 
Ho sempre avuto una vita piena di amici e di interessi, come la pallavolo, il corso di inglese o il mio blog di 
musica. Sentivo, però, che mi mancava qualcosa, che non facevo niente di davvero utile.  
Un giorno, in palestra, ho visto dei ragazzi con disabilità che facevano ginnastica e la cosa mi ha molto 
colpito. Mi sono informato presso la palestra e ho contattato l'associazione 'Uniti'.  
Ormai sono volontario da quasi un anno e la mia vita è cambiata. Ogni giovedì lascio tutto e vado 
all'associazione. Qui trovo i miei nuovi amici e i tutor specializzati che se ne occupano: parliamo, ridiamo, ci 
confidiamo i segreti. Io ascolto loro e loro ascoltano me. Ci divertiamo tanto, disegniamo, prepariamo 
insieme la merenda. Io in fondo, non faccio niente di speciale: semplicemente condivido il mio tempo con 
loro. La mia vita è migliore da quando faccio volontariato, più ricca, più serena, più utile.  
Saverio 
(Fonte: Amici d’Italia 3, pag.60) 
a) Perché Saverio ha deciso di diventare volontario?  
 
b) Come ha cominciato la sua esperienza di volontariato?  
 
c) Come è cambiata la sua vita?  
 
UN PO’ DI GRAMMATICA …  
L'imperfetto = la descrizione, lo sfondo, visione parziale di un'azione singola o ripetuta (opis, 
ozadje, delno gledanje enkratnega ali ponavljajočega se dejanja) 
 Ieri ero molto nervosa. 
 Quando ero piccola, passavo tutte le estati in Sicilia, luogo di origine della mia 
famiglia. Tutte e due le nonne ovviamente erano bravissime a cucinare 
Il passato prossimo = la narrazione, il racconto, azioni in primo piano, visione globale di un'azione 
(pripoved, dejanja v prvem planu, tj. v ospredju, dejanje je zajeto v celoti) 
 Ho parlato con Marco del suo nuovo lavoro. (Govoril sem z Marcom o njegovi novi 
službi.) 
 Ha lavorato al Policlinico di Ljubljana fino al pensionamento. (Delal je v 
ljubljanskem kliničnem centru do upokojitve.) 
 Adoro quel posto, ci HO PASSATO tutte le estati della mia infanzia. (Obožujem ta 
kraj. Tu sem preživel/-a vsa poletja mojega otroštva.) 
  
(Adattato da: materiali personali di Mirjam Premrl14) 
 
Leggi le affermazioni e trova le informazioni richieste nell’e-mail.  
 
1 Fabrizio voleva passare una settimana a sciare con gli amici. VERO FALSO 
2 I primi due giorni in montagna nevicava e c’era nebbia. VERO FALSO 
3 Il terzo giorno Fabrizio è andato in piscina. VERO FALSO 
                                                          
14 The bibliographical source is found under 10. References. 
4 Fabrizio è caduto mentre sciava da solo.




la mia settimana bianca sulle Dolomiti è finita male: sono già a casa, con un piede ingessato!
I primi giorni sono andati molto bene: il tempo era bellissimo, sciavamo dalla mattina alla sera e ci 
fermavamo solo per mangiare un panino al sole. Il terzo giorno, però, il tempo è cambiato: nevicava e c’era 
nebbia, così i miei amici hanno deciso di andare in piscina. Io, invece, avevo voglia di sciare e così sono 
andato sulle piste da solo. Non si vedeva 
piuttosto difficile, non ho visto un sasso e sono caduto. Ho sentito subito un dolore fortissimo alla gamba: ho 
gridato ma sulle piste in quel momento non c’era nessuno. Il piede mi faceva mol
avevo un freddo terribile. Finalmente qualcuno mi ha visto e ha chiamato i soccorsi. Mentre aspettavamo 
l’ambulanza mi hanno dato qualcosa per il dolore e un tè caldo. Dopo un po’ sono arrivati anche i miei amici, 
che mi hanno accompagnato all’ospedale. Mi hanno messo il gesso e così per quest’anno … basta sci!! 




Rileggi il testo, sottolinea le fo
domande.  
 








Sottolinea nel testo gli avverbi di tempo.
 
Rifletti sull’uso dei due tempi v
 
 
esprimere un'azione del passato 
vista per intero. 
esprimere un’azione del passato 
vista in parte (un’azione in 
corso). 
rappresentare fatti del passato 
che si ripetono regolarmente 
(abitudini passati). 
esprimere un’azione del passato 
che fa da sfondo (descrizioni, 
stati fisici/psicologici).
 




hanno chiamato i soccorsi. 
quasi niente per la nebbia e così, mentre scendevo su una pista 
 
(Adattato da: Nuovo Contatto A2, pag. 120
rme al passato prossimo e quelle all'imperfetto
 











to male, ero spaventato e 
  
-121) 










A pranzo sono andata in mensa, poi sono tornata in ufficio e ho letto le e-mail. / 
Da bambina andavo a sciare tutti i fine settimana. / 
Ieri pomeriggio la mamma cucinava, mentre il babbo leggeva il giornale e io studiavo in 
camera mia. / 
Ieri ero molto nervosa. / Mentre lavoravo al computer, è andata via la corrente 
elettrica. / 
I bambini giocavano da due ore. / Domenica ho cucinato una torta. 
 
USO DELL’IMPERFETTO E DEL PASSATO PROSSIMO 
 
IMPERFETTO  PASSATO PROSSIMO 
a. descrivere stati fisici e psicologici 
es.  
 




b. raccontare fatti che si ripetono regolarmente 




b. raccontare azioni viste per intero che 
accadono una dopo l’altra 
es.  
 
c. parlare di azioni passate in corso (già iniziate, 
viste in parte) 
es. 
 
IMPERFETTO + PASSATO PROSSIMO 
descrivere un’azione già in corso (IM) che 








Qui di seguito trovi un blog di viaggio. Il racconto è al presente, trasformalo al passato e decidi 
quale tempo usare (passato prossimo o imperfetto). 
Alle 10.00 di mattina arriviamo all'aeroporto, aspettiamo per quasi un'ora i nostri bagagli, poi usciamo e 
prendiamo un taxi. La città è brutta, c'è tantissimo traffico e fa un caldo terribile. Ci fermiamo davanti a un 
albergo, indecisi se entrare, ma poi decidiamo di noleggiare una macchina e di proseguire per un'altra città. 
Verso le 15.00 facciamo una pausa, mangiamo un panino e poi ripartiamo verso nord. Guidiamo per altre tre 
ore e arriviamo in un piccolo paesino. Il mio compagno di viaggio dice: "Qui è molto più bello!". Lasciamo la 
macchina e andiamo a vedere. Il paesino è molto tranquillo, ci sono fiori, negozietti che vendono frutta 
fresca e spezie e alcuni caffè. Nel paese ci sono solo due pensioni. Andiamo a vederne una. È molto carina, 
semplice, ma pulita. Decidiamo di restare lì per qualche giorno anche perché siamo stanchi di viaggiare. 
(Fonte: Nuovo Espresso 2, pag.73) 
 
Metti in ordine le seguenti avverbi temporali. 
Ieri pomeriggio  tre settimane fa tre mesi fa  ieri mattina  quattro giorni 
fa 
due anni fa ieri sera sei mesi fa 5 minuti fa un'ora fa 
l'anno scorso l'altro ieri stamattina la settimana 
scorsa 
 
Due anni fa 
______________________________________________________________________________ 
_________________________________________________________________________________





1) Lansko poletje smo z družino šli na dopust na Hrvaško. Tam sem spoznala veliko novih prijateljev, s 
katerimi smo vsak večer hodili ven in se zelo zabavali.  
2) Ko sem bila majhna, sem vsako poletje preživljala pri babici, ki je živela v obmorskem mestecu. 
Zjutraj sem hodila na plažo, nato pa smo se do večera igrali z ostalimi otroki. 
3) Medtem ko je vodič razlagal zgodovino gradu, sta sošolca klepetala.  
4) Medtem ko smo se sprehajali po parku, je začelo deževati.  
 
5) Prejšnji teden, v soboto, sem preživela krasen dan. Že jutro je bilo prijetno: zunaj ni bilo megle, sijalo 
je sonce, nebo je bilo modro. Najprej sem peljala ven psa, nato pa sem šla kupit sveže rogljičke za zajtrk. Ob 
10h sem se srečala s prijateljico Nino v centru Ljubljane. Odločili sva se, da greva na grad z vzpenjačo. Na 
grajskem dvorišču je bilo veliko turistov, toda na prvi terasi sva imeli krasen razgled na center in okolico. 
Zatem sva poguglali odhode busov in se odločili: želeli sva iti v Škofjo Loko obiskat prijateljico. Najprej sva jo 
poklicali: bila je doma in ni imela posebnih načrtov. Zmenile smo se za skupno kosilce v znani Škofjeloški 
restavraciji, v kateri je njena družina jedla ob posebnih priložnostih. Po kosilu nama je razkazala zgodovinski 
center in njene najljubše kotičke mesta.  
 
6) Včeraj je bil grozen dan. Čeprav sem se počutil zelo slabo, sem vstal iz postelje in šel v šolo, saj smo 
pri matematiki pisali test. Prvo uro smo pri telovadbi igrali rokomet. Sošolec mi je vrgel žogo v glavo, zaradi 
česar me je še dve uri pozneje bolel nos. Edina lepa stvar včerajšnjega dne je bilo kosilo v šolski menzi: videl 
sem Ano, punco ki mi je že zelo dolgo všeč. Ponavadi sedi s prijateljicami, včeraj pa se je zgodil čudež: usedla 
se je poleg mene in me povabila na pijačo. Kakšen dan!  
 
ORE DI CONTATTO 
 
Rispondi alle domande. 
Ti piace viaggiare? Hai mai fatto un’esperienza Erasmus o un volontariato all'estero?  
 
Ecco alcuni motivi per fare un'esperienza di studio all'estero. Quali sono i più importanti per te? 
Classifica i primi cinque in ordine d’importanza e scambia idee e informazioni con un compagno. 
Quali avete in comune? Presentate ad altri.  
 Per imparare una nuova lingua 
 Per fare nuove esperienze 
 Per imparare ad essere indipendente 
 Perché è importante per il curriculum 
 Per conoscere una nuova cultura 
 Per crescere  
 Per divertirsi 
 Per fare nuove amicizie 
 Per conoscere un nuovo sistema universitario  
 
 
DOPO LE ORE DI CONTATTO 
 
E tu hai già fatto un'esperienza all'estero? Dove sei stato/a? Che cosa hai fatto?  
Con chi ci sei stato/a? Era un’esperienza Erasmus, un volontariato o qualcos'altro?  
Descrivi le tue vacanze / la tua esperienza Erasmus / il tuo volontariato/ la tua gita scolastica.  
Aiutati con i testi sopra e con gli esercizi. Scrivi circa 200 parole.  
 










8.3. APPENDIX 3 
 
 
TESTO ARGOMENTATIVO - UTEMELJEVALNO BESEDILO 
 
Lo scopo del testo argomentativo è quello di argomentare un’opinione e persuadere il 
destinatario. I testi argomentativi possono appartenere sia alla sfera della vita pubblica (politica, 
giudiziaria, accademica), sia alla vita privata (in famiglia, con gli amici, con i colleghi di lavoro).  
 
I principali tipi di testo argomentativo sono:  
o i discorsi degli avvocati e degli uomini politici,  
o alcuni saggi di argomento scientifico o storico,  
o gli articoli giornalistici di un quotidiano, 
o i tradizionali temi scolastici, nei quali gli studenti esprimono le proprie opinioni su un 
determinato problema e cercono di convincere il destinatario della validità di una tesi. 
 
La struttura (la scaletta) del testo argomentativo: 
 
1. INTRODUZIONE: si introduce l'argomento di cui si parlerà e si espone la tesi da dimostrare, 
cioè si esprime il proprio punto di vista sull'argomento. 
2. SVOLGIMENTO (ARGOMENTAZIONI): le argomentazioni sono i sottopunti della tesi e si 
esprimono per appoggiare la tesi in forma di: dati oggettivi, citazioni, pareri di esperti, esempi ecc. 
Si presenta gli argomenti a favore della tesi e le antitesi da contraddire (altri punti di vista e idee), 
oppure i vantaggi e svantaggi di un determinato argomento. 
3. CONCLUSIONE: si riprende le argomentazioni in breve ribadendo la tesi in altri termini e si 
conclude con frase a effetto, propria opinione o generalizzazione. Così si conclude quanto detto e 
si dimostra la ragionevolezza della tesi.  
 
Anche l'emittente sottolinea continuamente la propria presenza nel testo, ricorrendo a espressioni 
come secondo me, a mio modesto avviso, mi permetto di osservare che ecc.  
 
Le caratteristiche linguistiche del testo argomentativo comprendono la presenza costante di 
connettivi logici, che segnalano i punti di snodo del ragionamento (i connettivi causali correlativi 
non solo perché ... ma soprattutto perché ... segnalano le due principali argomentazioni a favore 
della tesi; certo introduce il punto di vista dell'interlocutore, la congiunzione avversativa ma 
introduce la confutazione dell'antitesi). 
(Adattato da: Dardano, M., e P. Trifone. 1995.  
Grammatica italiana con nozioni di linguistica: 546-548) 
 
ESPRESSIONI PER ESPRIMERE LA PROPRIA OPINIONE: 
 
Con le frasi complesse:  
 
Mi sembra che il problema sia complesso.   
Mi pare che la situazione non sia semplice. 
Credo che un mondo diverso sia possibile. 
Non penso che un mondo diverso sia possibile. 
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Suppongo che l'autore si sbagli. 
 
Attenzione! Nelle frasi subordinate completive, dopo i verbi credere, pensare, ritenere … + che si 
usa il congiuntivo. 
 
Con alcuni aggettivi: 
 
È un tema molto discusso. 
Sono affermazioni discutibili. 
Trovo questa proposta … 
… interessante. 
… un po' bizzarra. 
… molto originale. 
… non opportuna. 
… irrealizzabile. 
 
Dopo alcuni segnali/connettori discorsivi a cui NON segue la subordinata con il congiuntivo 
 
Per me, … 
Secondo me, … 
A mio giudizio, … 
A mio modo di vedere, … 
Dal mio punto di vista, … 
… alcuni aspetti non sono chiari. 
Sinceramente, … 
Francamente, … 
A dire la verità, … 
Parlando apertamente, … 
… il tema non mi interessa e …  
a. … non credo che sia così importante. 
b. … secondo me non è importante affatto.  
 
 
Con l’uso del condizionale nella frase principale 
 
Per dare una risposta … 
… dovremmo informarci sul testo. 
… si dovrebbe approfondire la questione.  
… si dovrebbero analizzare altri aspetti.  
 





… verificare le affermazioni del testo. 
… confrontarsi con opinioni differenti. 
… approfondire le proprie conoscenze. 
 
Una cosa è certa: 
(Su questo) non c'è dubbio: 
… il problema non ha una soluzione. 
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Sarebbe opportuno … 
… conoscere altri punti di vista. 
… discuterne più a lungo. 
… consultare un esperto. 
È necessario … 
È indispensabile … 
È imprescindibile … 
… cercare un'alternativa. 
… trovare nuove idee. 
… individuare la fonte delle informazioni. 
 
ESPRESSIONI PER EFFETTUARE UNO SCAMBIO DI OPINIONI: 
 
Su questo punto (non) hai ragione. 
 
Non sono d'accordo … 
Sono d'accordo … 
… con te / … con lei / … con l'autore. 
 
(Adattato da: Vincis, V. 2012. Pronti per scrivere: 7-14) 
 
 
COME SCRIVERE UN TESTO ARGOMENTATIVO? 
 
DA RIFLESSIONE INIZIALE, GENERAZIONE DELLE IDEE E MAPPA CONCETTUALE FINO ALLA 
SCALETTA E LA STESURA DEL TEMA 
 
Il processo della scrittura di un testo argomentativo inizia sempre con un tema.  
 
Quali sono i passi per scrivere tale testo? 
 
1) RIFLESSIONE INIZIALE SUL DETERMINATO TEMA 
2) RACCOLTA DELLE IDEE CON L’AIUTO DELLA MAPPA CONCETTUALE O CON GLI SPUNTI IN 
FORMA DELLE DOMANDE 
3) VANTAGGI E SVANTAGGI DELL’ARGOMENTO 
4) ESPOSIZIONE DELLA TESI 
5) SCALETTA DEL TESTO ARGOMENTATIVO 
I. INTRODUZIONE 
II. SVOLGIMENTO (ARGOMENTAZIONI E CONTRA-ARGOMENTAZIONI) 
III. CONCLUSIONE 
6) STESURA DEL TESTO 
7) REVISIONE DELLO SCRITTO 
  
DA FARE … DA NON FARE … 
 Aiutati con i TESTI MODELLO. 
 Prendi attenzione alla coerenza logica e agli 
errori ortografici, grammaticali e sintattici. 
 Evita di usare le abbreviazioni. 
 Evita lo stile cool e poco professionale. 
 Evita di usare le parole colloquiali e non 
utilizzare forme dialettali. 
Ciò che importa è … 
L'importante è … 
L'essenziale è … 
… rispettare la libertà di opinione. 
… che si rispetti la libertà di opinione. 
… il rispetto della libertà di opinione. 
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 Usa un linguaggio ampio e un stile formale. 
 Usa termini diversi – aiutati con il dizionario 
dei sinonimi e contrari! 
 Fai una mappa concettuale prima di iniziare 
la scrittura. 
 Evita di ripetere più volte di seguito la stessa 
parola. 
 Non introdurre un argomento nuovo nella 
conclusione. 
 
I CONNETTIVI TESTUALI E IL LINGUAGGIO UTILE 
 
I connettivi testuali collegano le varie parti del testo (i paragrafi) e segnalano i passaggi tra le 
parti/capoversi principali del testo.  
 
INTRODUZIONE 
Esistono tecniche diverse per iniziare un’introduzione in modo da creare l’interesse per la lettura. 
Si può: 
 rivolgere direttamente al destinatario, 
 raccontare una storia, un evento, 
 inserire una citazione o un proverbio, 
 porre una domanda (una domanda retorica), 
 spiegare in modo generico e oggettivo il tema, 
 presentare in breve il contesto storico del argomento. 
 
FRASI UTILI: 
“Attualmente si discute molto di ...” 
“Oggi X…X è un argomento molto dibattuto.” 
 
TESI 
 “La mia opinione a riguardo è che ... ” 
 “Sono del parere che ... ” 
 “Io ritengo che ... ” + congiuntivo!  
ESEMPIO: 
Io non sono d’accordo con la pena di morte e ritengo che tutti abbiano diritto a una seconda 
possibilità e, che nessuno abbia il diritto o il potere di decidere sulla vita e sulla morte altrui. 
 
ARGOMENTAZIONE 1 
 “In primo luogo ... “ 
 “Per cominciare …” 
 “Innanzitutto …” 
 “Prima di tutto …” 
 “Per prima cosa ... ” 
 “In primo luogo bisogna considerare che ... ”  
 “Innanzitutto si può dire che ... ” 
 
ARGOMENTAZIONE 2 
 “Inoltre …” 
 “In aggiunta a cio ...” 
 “Secondariamente …” 
 “Poi …” 
 “Come si è detto prima ...” 
 “In secondo luogo ...” 
 “In aggiunta, si può considerare che ...” 
 “Passando a un altro aspetto ...” 
 “Un altro aspetto da considerare è che ...” 
OSSERVA  




ARGOMENTAZIONE FINALE PARZIALE, dopo la tesi dell’apprendente:  
 “Infine …” 
 “Per concludere …” 
 “Per finire …” 
 
ANTITESI 
 “Ma …” 
 “Da una parte … e dall’altra…” 
 “D’altro canto …” 
 “Alcuni ritengono che…”  
 “Altri pensano che…” 
  “Al contrario …”  
 “Da una parte c’è chi sostiene …, dall’altra invece…” 
 “Tuttavia, molti pensano che ...” 
 “Al contrario, molti sono dell’opinione che ...” 
 “Molte persone ritengono che ...” 
 “In antitesi a quanto detto ...” 




Esistono tecniche diverse per scrivere una conclusione. 
Si può: 
 ripetere la tesi in altre parole, 
 concludere con una citazione, fare una previsione per futuro, 
 esprimere la propria opinione, 
 proporre un appello concreto all’azione, 
 fare una generalizzazione. 
 
FRASI UTILI: 
“In conclusione, il mio parere è che ... / In base a quanto considerato ...” 
“Per concludere ...” / Per tutto quello che si è detto ...” 
“Dal mio punto di vista… / Per quanto mi riguarda… / La mia opinione è che… / Ritengo che … / 
Sono giunto/giunta alla conclusione che…” 
 
ALTRI TIPI DI CONNETTIVI TESTUALI USATI NEL TESTO ARGOMENTATIVO 
 
 CONNETTIVI DI CONSEGUENZA LOGICA: DI CONSEGUENZA…, DUNQUE…, NE CONSEGUE 
CHE…, IL RISULTATO È CHE…  
 CONNETTIVI CAUSALI che introducono le argomentazioni a sostegno delle tesi: INFATTI…, 
NON A CASO…, DATO CHE…, POICHÈ…, PERCHÈ ... 
 CONNETTIVI AGGIUNTIVI per aggiungere ulteriori argomentazioni: E…, ANCHE…, INOLTRE, 
PER DI PIÙ, AGGIUNGIAMO IL FATTO CHE … 
 CONNETTIVI CONCESSIVE per obiettare alla tesi o al discorso presentato: SEBBENE, 
NONOSTANTE CIÒ, AMMETTENDO CHE…, ANCHE SE È VERO …, SE È VERO CHE …  
(Adattato da:  
http://www.atuttascuola.it/collaborazione/manzoni/2012/ita_testo_argomentativo.pdf e 
https://www.scuolazoo.com/info-studenti/copiare-a-scuola/come-scrivere-tema-schema-scaletta/ 
e Sešek U., e C. Sokolov. 2001. Pen to Paper: osnove pisanja v angleščini na primeru šolskega 
sestavka: priprava na maturo! : 46-49) 
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8.4. APPENDIX 4 
 
 
LA TECNOLOGIA È UN TEMA MOLTO DISCUSSO … 
LAVORO A CASA 
 




Abbina le espressioni proposte (in grassetto) alle loro definizioni nella tabella. Trascrivi ogni 
espressione accanto alla definizione.  
 
la webcam / la chiavetta / le cuffiette / il mouse / la stampante / la tastiera 
 
1. L’apparecchio per stampare un documento.  
2. Lo usiamo per cliccare su un link attivo.  
3. Ci permette di parlare su Skype con amici attraverso la 
videochiamata.  
 
4. Le usiamo per ascoltare la musica senza disturbare gli altri.   
5. Piccolo memoria portatile che serve per salvare dei documenti.   
6. La usiamo per digitare un testo nuovo sul computer.   
A B C 
D E F 
G H I 
T L S 
M N Q 
O P R 
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Trova nel dizionario inglese e quello sloveno le seguenti espressioni. 
 
ITALIANO INGLESE SLOVENO 
(un / il) sito   
(un / il) motore di ricerca   
cliccare   
(un / l’) utente   
(una / la) rete   
 
Leggi il testo argomentativo sul tema dei social network e colora con colori diversi: a) la tesi, b) le 
due argomentazioni e c) l’antitesi. Poi sottolinea con un altro colore i connettivi testuali. 
 
I SOCIAL NETWORK: LA MALEDIZIONE DI OGGI? 
 
Instagram, Whatsapp, Twitter, Facebook: i social che in un modo o nell’altro hanno cambiato la nostra vita  
ed in un certo senso il modo di rapportarsi e comunicare tra di noi. La nostra vita quotidiana è piena  
di interconnessioni tecnologiche, trilli, squilli, vibrazioni, portandoci a non avere quasi un momento intimo,  
un momento di riflessione ed isolamento. È vero che i social hanno interconnesso persone e paesi lontani  
e che hanno reso tutte le cose più accessibili, ma è questo davvero un pregio?  
Saranno i social uno strumento da eliminare? 
In primo luogo, sono soprattutto i giovani, i “nativi tecnologici”, ad essere maggiormente investiti  
da questa ondata tecnologica e social, tanto da portare a forti forme di dipendenza, che hanno fatto nascere  
un nuovo gruppo di patologie riconosciute dalla neuropsicologia: le cyber-dipendenze. Sempre più giovani  
si approcciano a questo mondo perdendo il contatto con la realtà, cercando di imitare i propri influencer  
di riferimento, soffrendo di complessi di inferiorità vedendo un mondo sempre bello ed ovattato,  
così come postato sui social da queste figure di riferimento che per vendere la loro immagine si mostrano  
in forma, ritoccate, agghindate, sorridenti, in posti paradisiaci, felici. Secondo alcuni psicologi tutto ciò ha  
una forte influenza negativa sulla psiche umana dei soggetti che aprono i social e vengono travolti  
da tutte queste immagini che vanno a scavare nel loro subconscio una sorta di latente depressione. Proprio  
per questo motivo, molti esperti consigliano di prendere le distanze da un uso eccessivo di tali mezzi,  
consigliandone un uso intelligente e moderato. 
In secondo luogo, c’è tanta gente che passa ore pubblicando continuamente storie sulle proprie giornate,  
sulle proprie serate, videoselfie in discoteca o a cena con amici? Ma perché lo si fa? Secondo gli esperti,  
la motivazione è da ricollegare all’esigenza di mostrare agli altri la propria felicità ed il proprio benessere,  
come a volersi sponsorizzare. Così queste persone rinunciano a momenti di felicità personali,  
volendo mostrare al proprio pubblico quanto sono felici, rinunciando probabilmente  
alla loro stessa vita privata in modo inconsapevole e con leggerezza. 
Tuttavia, ci sono anche dei lati positivi dei social. Come tutte le cose è l’abuso di essi, un uso sregolato e 
smodato che sta portando ad una loro “isterizzazione”. Il mondo informatico rende possibile una quantità  
di cose fino agli anni Settanta non immaginabili: ha eliminato gli spazi, interconnesso persone e Paesi lontani,  
permettendo lo sviluppo della globalizzazione e la diffusione del sapere per via informatica in modo gratuito.  
I social stessi possono permettere la diffusione di notizie, l’archiviazione dei dati e un’infinità  
di soluzioni positive. 
In conclusione, c’è bisogno di un attento uso e sviluppo: l’essere umano, per sua natura, tende ad 
estremizzare l’uso di strumenti rivoluzionari inizialmente, quasi affascinato dalle infinite nuove potenzialità  
che le sue stesse capacità possono partorire. Inoltre, un mondo senza i social non è più ipotizzabile:  





Trascrivi dal testo:  
La tesi:    ____________________________________________________________  
Argomentazione 1:  ____________________________________________________________  
Argomentazione 2:  ____________________________________________________________  
L’antitesi:   ____________________________________________________________  
 
Leggi e metti in ordine le parti del testo argomentativo. Aiutati anche con i connettivi testuali – li 
devi cerchiare o sottolineare.  
 
VANTAGGI E SVANTAGGI DEI SOCIAL NETWORK 
 In conclusione, i social network sono una grande risorsa. Hanno facilitato la comunicazione e hanno 
reso l’informazione facilmente reperibile. Tuttavia, la nascita dei social ha portato anche molti 
svantaggi come la perdita della vita privata, l’isolamento dalla vita sociale, l’inaffidabilità delle fonti e 
rischi sanitari. La mia opinione è che i social possono essere un’ invenzione molto utile se vengono 
usati in modo giusto e moderato. 
 Il vantaggio dei social network è indubbiamente quello di aver facilitato la comunicazione: basta 
avere la connessione a Internet per parlare in tempo reale con persone dall’altra parte del globo, 
grazie alle webcam addirittura vederne il volto. Riusciamo a mantenere i contatti nel tempo più 
facilmente e procurarne altri in modo ancora più semplice, e in questo vastissimo intreccio di reti 
sociali virtuali le informazioni viaggiano alla velocità della luce e le idee circolano e si modificano 
continuamente, permettendo anche la diffusione di informazioni “non ufficiali” che non potrebbero 
essere diffuse altrimenti; in questo modo quasi qualunque tipo di informazione è accessibile a 
chiunque. 
 È innegabile lo sviluppo che hanno avuto negli ultimi tempi i social network e il loro straordinario 
impatto sociale su una fetta così ampia della popolazione; infatti, nonostante si creda che l’utente 
principale di questi servizi sia un adolescente o un giovane adulto, sono sempre di più coloro che 
fanno uso di questi nuovi mezzi comunicativi per i motivi più disparati: le aziende si fanno pubblicità, 
alcuni professori postano i compiti e lezioni online, sono utilizzati per organizzare eventi e sono 
numerosissimi i siti specializzati nella ricerca dell’anima gemella, anche per i non più giovani. 
Insomma, la rivoluzione che Internet ha provocato dal punto di vista delle relazioni sociali, sia in 
positivo che in negativo, non può essere ignorata e si estende a macchia d’olio. Ma quanto 
realmente ragioniamo sulla nostra vita virtuale? 
 In secondo luogo pur favorendo lo sviluppo di relazioni virtuali, i social network portano molti utenti 
a isolarsi dalla vita sociale reale in quanto le amicizie online sono più facilmente gestibili, fenomeno 
che si diffonde sempre più. 
 Infine troppo tempo passato in generale al computer provoca danni fisici come problemi alla vista, 
patologie articolari e il cosiddetto stress da iperinformazione, una condizione principalmente 
psicologica causata dalla pioggia continua di informazioni che ci travolge continuamente. 
 In terzo luogo c’è l’inaffidabilità delle fonti. Chi ci garantisce che ciò che leggiamo in un blog in cui 
siamo capitati per caso sia vero e non solo un’ipotesi o una bugia? 
 Nonostante i meriti da riconoscere ai social network, è necessario parlare anche dei problemi che 
nascondono. Sono moltissimi coloro che sono riusciti a guadagnarsi i tanto agognati quindici minuti 
di popolarità nella piazza virtuale, anche a costo di ridicolizzarsi o di accendere i riflettori sulla 
propria vita privata; è importante invece tutelare i propri dati personali per evitare sgradevoli 
inconvenienti. 
 (Adattato da: https://www.studenti.it/tema-social-network.html) 
 
Quali sono i vantaggi e gli svantaggi dei social network menzionati nel testo sopra?  
I PRO = VANTAGGI  
Quali idee sono favorevoli alle tesi? 
I CONTRO = SVANTAGGI 
Quali idee sono contrarie alle tesi? 
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(Fonte: UniversItalia 1, pag. 104) 
 
Trovi per ogni significato l'espressione corrispondente nei testi, come nell'esempio.  
 
espressione significato 
(i) bigliettini (i) messaggi scritti su un piccolo pezzo di carta 
 molto poco interessanti 
 l’arrivo 
 (un) breve testo su un tema di studio 
 (una) pianta/piantina di una città  
 
E tu? Per le tue ricerche vai in biblioteca o ti affidi a Internet? Guardi film e programmi in TV  
oppure in streaming? Quando visiti una città, usi delle cartine o ti orienti con lo smartphone?  
 
LA VITA PRIMA DEI SOCIAL NETWORK 
 
Completa il testo seguente con i verbi all'imperfetto. 
 
LA VITA PRIMA DI FACEBOOK, TWITTER & CO. 
Vi ricordate com' (essere)____________________ la vita prima della diffusione dei social network?  
Per prima cosa, l'unico modo per discutere con qualcuno (essere)_______________ faccia a faccia,  
al massimo al telefono. Ma in quel caso, (esserci)________________ sempre mamma e papà  
che ti (sgridare)___________________ per la bolletta. Prima non (esistere)________________________,  
nella lingua italiana, i verbi come 'postare', 'taggare', 'twittare', 'loggare' e 'scrollare'.  
Prima dei social dopo la maturità i compagni di scuola (diventare)___________________ un lontano ricordo,  
oggi ci arrivano richieste d'amicizia anche da persone che un tempo (odiare)___________________.  
Oggi per verificare la data di compleanno di amici e parenti guardiamo la home di Facebook,  
prima noi tutti (usare) _______________ il nostro cervello. Prima ognuno di noi 
(potere)_________________________ inventarci un passato glorioso, oggi c'è sempre qualcuno che posta  
una nostra foto di come (essere) _____________________ veramente.  
(Fonte: UniversItalia 1, pag.106) 
 
  
COM'ERA LA VITA PRIMA DI INTERNET 
Le lettere e i bigliettini 
Per mantenere i contatti con gli amici lontani  
si scrivevano lettere. E a scuola si passavano  
i bigliettini per ammazzare il tempo durante  
le noiose lezioni dei professori. 
La biblioteca 
Prima dell'avvento dei motori di ricerca  
per fare ricerche e scrivere tesine  
si consultava l'enciclopedia, si andava  
in biblioteca e si cercavano le informazioni  
desiderate tra le pagine di moltissimi libri.  
Era un grande investimento di tempo e si poteva  
consultare solo un numero limitato di fonti. 
 
I programmi TV 
Prima di Internet non essere a casa quando andava 
in onda alla TV il programma o il film che si 
desiderava vedere significava perderlo. Si 
organizzava la giornata (o la serata) in base ai 
programmi TV e … non era sempre facile. 
Il senso dell'orientamento 
Prima delle mappe degli smartphones ci si orientava in 
maniera diversa. Mentre uno studiava attentamente 
una cartina enorme (o piccola, non importava tanto!), 
l'altro cercava di scoprire dov'era il nord.  
E qualche volta ci si perdeva e si finiva da un'altra 
parte. 
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Trova nel testo le seguenti espressioni e traducile in inglese e in sloveno. 
 
espressione italiana espressione inglese espressione slovena 
(la) diffusione   
faccia a faccia   
(la) bolletta   
(la) home di Facebook   
 
I PRO E I CONTRO, VANTAGGI E SVANTAGGI …  
 
Manuela: Per me i social network sono strumenti molto importanti per mettermi in contatto con il 
mondo.  
Antonia: Secondo me, i giovani passano troppo tempo sui social e perdono il contatto con la vita 
vera. 
Giorgio: Io li uso con moderazione, non ci perdo le ore.  
Olivia: Per me sono importanti per comunicare con i miei amici. Quando voglio fare qualcosa con 
loro,  





(Fonte: UniversItalia 1, pag.109) 
 
La vita prima e dopo l’Internet e i social: secondo te quali erano e quali sono gli aspetti positivi e 
negativi?  









- Non si potevano mantenere tanti contatti con 













Traduci le frasi.  
 
1) Mislim, da je internet zelo uporaben.  
2) Po mojem mnenju bi morali današnji otroci prebiti manj časa pred računalnikom. 
3) Pomembno je nadzorovati vrsto iger, ki jih otroci igrajo. 
4) Nekaj zagotovo drži: danes je življenje brez interneta nemogoče. 
5) Današnji otroci so bolj spretni pri brskanju po spletu in pri
vendar so hkrati tudi bolj izpostavljeni nevarnim vsebinam, ki krožijo po spletu.
6) Vse potrebne podatke vam bomo poslali po elektronski pošti.
7) Prošnjo za prijateljstvo, ki nam jo lahko pošlje prijatelj, znanec ali popoln tuje
sprejmemo ali zavrnemo. 
8) Na Facebooku je Martina objavila sliko s pevcem skupine U2.
9) Prijateljica je objavila sliko na Facebooku in me označila. Tako so vsi sošolci vedeli, kje sva 
preživeli počitnice. 
10) Da se lahko prijavim v elektronsko pošto, p
 
E tu, quando hai cominciato a usare i social network? Su quali piattaforme sei? Quali preferisci? 
Perché? Per che cosa le usi? E se non sei sui social, perché no?
Scrivi circa 5-10 frasi, ovvero circa 100 parole. 
 
Completa lo schema del testo argomentativo.
 
 
Abbina le seguenti espressioni alle funzioni indicate più sotto.
 
Secondo me … Sì, però …
Sono d'accordo… Non sono d'accordo …
 
Quali espressioni si usano: 
 per introdurre la propria opinione?
 per indicare accordo? 
 per indicare disaccordo? 








 uporabi modernih tehnologij, 
 
 





 Per me … 










È vero, ma ... 
Secondo me, invece … 
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Vantaggi e svantaggi della tecnologia, Internet e i social: 
 






DOPO LE ORE DI CONTATTO 
Descrivi e commenta i vantaggi e svantaggi della tecnologia moderna.  
Ti affidi a Internet quando devi fare qualche compito /ricerca  
o preferisci andare in biblioteca per cercare i libri?  
Quali apparecchi usi e quanto spesso?  
Come trascorri il tuo tempo libero?  
Preferisci uscire con gli amici o giocare e navigare su Internet?  
Preferisci la comunicazione faccia a faccia o scrivere dei messaggi? 
Aiutati con gli spunti dati, i testi ed esercizi che hai fatto finora, e con il testo in inglese  





(Fonte: New Headway Intermediate, pag.107) 
 
















Izjava o avtorstvu 
 
 
Izjavljam, da je magistrsko delo v celoti moje avtorsko delo ter da so uporabljeni viri in 
literatura navedeni v skladu s strokovnimi standardi in veljavno zakonodajo.  
 
Spodaj podpisana prav tako izjavljam, da so izsledki magistrske naloge v empiričnem delu 
trud skupnega raziskovalnega dela, v sodelovanju s Tjašo Logar in Lejo Furlan.  
 
 
Ljubljana, __________________      Andreja Kokošin 
(lastnoročni podpis) 
 
 
 
